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ABSTRACT
Innovations in Teacher Education in

Developing Countries: A Case Study

Margaret Lynn Maxwell, B.A., Wilson College
M.A.

,

State University of New York at Albany
Ed.D., University of Massachusetts

Directed by: Professor Robert Miltz

Current research findings indicate

1)

that the impact of innova-

tions on educational settings is minimal, if any, and 2) that few inno-

vations are being institutionalized.

This study examined issues sur-

rounding the institutionalization of innovations, particularly within

teacher education programs in developing countries.

The study first

training
examined literature on the types of innovations within teacher
innovation
institutions in developing countries and on representati ve

research models and theories.
a

Subsequently, based on this literature,

aspects of inWholistic Innovation Model was proposed in which four

novation were identified as "sensitizing concepts."
1)

innovation characteristics,

2)

These aspects were

adopter characteri sti cs

,

3)

innova-

constraints and resources
tion process strategies, and 4) social system
aspects guided the researcher
As sensitizing concepts, these four
in

developing

a

quantitatively
case-study research design which both-

innovation of self-instructional materand qualitatively evaluated the
ials

Training College (N.T.T.C.) of
(SIMs) at the National Teacher

Lesotho.

Personnel

with SIMs as
involved currently and historically

well

as documents were used as sources

in evaluating 1)

tionalization level of the innovation, and

2)

the institu-

the factors influencing

that level

The data analysis revealed that SIMs were not institutionalized
at N.T.T.C.

Factors influencing this status were categorized according

to the four sensitizing concepts or innovation aspects in which the

most frequently cited factors inhibiting institutionalization were
found included

1)

the innovation process strategies, and 2) the social

The aspect that contained factors

system constraints and resources.

most frequently cited as supporting SIMs was the innovation characteristic.

The aspect of adopter characteristics included an equal number

of factors inhibiting and supporting the innovation.
analyA summary of findings and implications from the case-study

collaborative control
sis suggest that parti ci patory decision-making,
of adopters are
and continuous sensitivity to the needs and perceptions

important for innovation survival.

Evaluating innovations from

temic or wholistic approach appears to be

a

i i

sys-

powerful and particularly

appropriate method for analysis in the area of education.
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CHAPTER

I

INTRODUCTION

Background

The post-independence decades of 1960-70 give evidence of immense

efforts to reform the educational systems of developing countries.

In

the 1960's and early 1970's, planners within these countries firmly be-

lieved that education was an appropriate catalyst by which the develop-

ment goals of self-reliance, equality and nationalism could be achieved
(Klassen, 1970; Nyerere, 1967; UNESCO, 1970).

At the same time, these

planners recognized that the colonially introduced education structures

remaining after independence were not equipped with the personnel nor
programs which could implement these goals (Bolibaugh, 1972; Coombs and
Hallack, 1972; NEIDA, 1978,

p.

42; UNESCO, 1973).

Massive reforms were

proposed to change these structures into ones which could (Coombs,
1968; Ministry of Education/Ghana, 1977; UNESCO, 1979).

One particular educational structure which faced the greatest reAs observed by Klassen and Collier

form was that of teacher training.

of the International Council on Education for Teaching, "in

sense, as teacher education goes, so goes the nation" (1972,

a

real
p.

26).

development was
This causal relationship between teachers and national
of the role of
given greater credence by John Hanson in his description

teachers in Africa:
learning within them
It is the organization and quality of
their modernizing into
key
the
probably
[schools] which is

of learnfluence, and in the nations of Africa the quality
1

2

ing is undoubtably even more a product of the capacity
of the teaching force than it is in wealthier countries
where enrichment is possible through modern teaching
aids, workshops and libraries, and buildings which encourage teaching methods flexibility (1970, p. 17).

Thus, believing that teachers contributed to education which, in
turn, contributed to development, planners examined the capabilities of

their current teacher training institutions to prepare teachers for

post-independence development.

Capabilities were found to be sorely

deficient, particularly in response to three development goals:

1)

the

nationalizing of personnel, 2) the universalizing of primary education,
and 3) the development of curricula which met priority development

needs (Klassen and Collier, 1972; Educational Study Group, 1971; ICET,
1969). .A brief description of the deficiencies in these areas follows.

First, upon independence, many developing countries realized that

they had to nationalize their teaching staffs, particularly at the sec-

ondary level.

Prior to independence, secondary teachers were commonly

expatriates from the colonizing nations.
dence resulted in

a

Their exodus after indepen-

devastating shortage of personnel.

For example, by

were gone (Klassen,
1962, three-fourths of Mali's secondary teachers
1970, p.

secondary teachers were
54); by 1965, 93.5% of Ivory Coast's

leaving (Coombs, 1968,

p.

195).

Such depletions occurred at the pri-

mary level also (Bacchus, in Dodd, 1971,

p.

6).

An added dilemma was

been conducted by colonialists
that most secondary teacher training had
or within the home country,
either within the developing country itself

e.g.

tion.

for secondary certificasending French West Africans to France

The emigration of colonial personnel

resulted not only in

a

lack

3

of secondary level teachers but also in a dearth of teacher trainers at
all

levels (Coombs, 1968;

p.

43).

Consequently, training institutions

were found to be ill-equipped for nationalizing not only the classroom

teachers but their training personnel.
The lack of primary level teachers became particularly evident in
second development goal:

the attempt by developing countries to meet

a

the universalization of primary education.

Primary schools opened

their doors during the 1960's and early 1970's to an enormous influx of
new students.

World-wide, from 1965 to 1980, enrollment in primary

schools increased from approximately 165 million to 294 million (UNESCO,
1982, p.

11-11); in the Ivory Coast, as

a

specific example, the number

of children enrolled increased 1,000 times from 1950 to 1970 (Klassen,

1970, p. 9).

exhorted

This growth, due also in part to

population increase,

a

comparable increase in the number of teachers trained.

a

Again, the teacher training institutions of the

1

960

'

s

were found to be

unprepared.

Thirdly, colonial powers had left teacher training curricula which
developwere perceived to be severely inadequate in meeting the unique

ment needs of newly independent countries.
by_

Criticism of the content

was equal
which primary, secondary and tertiary students were taught

to that criticism of the content

trained.

i_n

which their teachers had been

criticism.
The comment which follows summarizes such

^colonial
Colonial literature abounds in assertions that
stage
"the
reached
not
had
peoples prior to independence
achieved,
had
peoples.
metropolitan
of development" that
in assisting
that the business of education consisted

4

colonial peoples to get "absorbed" or "assimilated" into the
culture and civilization that only Europe knew. ... It expected conformity (NEIDA, 1978, p. 42).

This emphasis on "assimilation" into

a

European life-style was

condemned by the educational planners of the 1960's and 1970's, and
training institutions which featured it in their curricula were considered inadequate in preparing future teachers.

There was an additional impact which this condemnation had on

training outside of the formal educational institutions for which these

institutions were equally unprepared.

This was on the re-training of

teachers already in the field who had been certified within the former
colonial structures and on the initial training of uncertified teachers
also in the field.

The statistics on these two groups were overwhelm-

in Kenya, as of 1966, 20.5% of all

ing:

teachers were untrained; in

Uganda, only 25% of the primary teachers had completed

mary school and
1972, p. 25).

2

.

a

years of pri-

years of professional training (Klassen and Collier,

Similar cases may be cited for Latin America or Asia

where, for example, in the Nepal of the I960
only

6

"

1

s

,

.

.

.a

person needs

few more years of schooling than the student he is teaching
may
one who has completed only the five years of primary school

.

teach the first few grades" (Reed, 1968,

p.

146).

The retraining of

these individuals, in addition to pre-service teachers, was

a

Sisyphian

independent countask for the unprepared training institutes of newly
tries

.

Recognizing the necessity to retool these institutes

in

order that

planners proposed numerous inthey meet development needs, educational

5

novations which would reform teacher education institutions.
these innovations aimed at
2)

nel

1)

increasing the number of teachers while,

increasing the quality of teaching,

3)

through nationalized person-

and curricula, and 4) the collaboration of all educational

tions (Dodd, 1971, pp. 2-3).

Basically,

institu-

Although detailed in Chapter II, samples

of specific innovations are cited here according to four aspects of

teacher training: format, curriculum, methods and materials.
Format innovations included the development of new pre-service and

in-service programs.

Trainees began to receive credit for teaching ex-

periences completed prior to their entry into pre-service programs.

Certification requirements, then, were dependent upon entry level
skills, and varied formats developed accordingly.

In Africa, particu-

larly, this innovative format was popular (Fafunwa in Klassen, 1970,
p.

21).

Most pre-service courses, however

traditional

"normal

of education.

,

were lengthened, and the

school" became the school of education or institute

In-service and correspondence or distance teaching were

instituted to reach more teachers and to keep costs down (APEID, 1979,
p.

ii; NEIDA, 1979, p.

32).

The concept of "workshops" and "seminars"

emerged for the upgrading of skills at short-term sessions during vacations or release time.

"academic
Within the curriculum, training programs de-emphasi zed

development courses
subject" areas by introducing more education and
(UNESCO, 1970).

deTopics such as agriculture, health and community

velopment were promoted.

teachAs for the methods and materials within

which and b^ which trainees
er training institutions, both those in

6

were instructed experienced innovations.

teacher-centered methods evolved

in

More child-centered than

addition to those encouraging in-

dependent and critical thinking rather than rote-learning (Dodd, 1971,
18; Klassen, 1970, p.

p.

153; UNESCO, 1977, p. 8).

Nationalized or

local materials were proposed in place of colonial texts.

With the ex-

plosion of technology and commercially developed materials in the 1970's,
radios, televisions, films, programmed learning packets and self-

instructional materials soon attracted educational planners (Klassen
and Collier, 1972, p. 9; Klassen and Leavitt, 1977, p. 7; NEIDA, 1981,
p.

25, UNESCO, 1978a).

Billions of dollars were spent between 1960 and 1980 on these in-

novations in an effort to reform teacher education.

Some of that money

came from the national education budgets of developing countries.

however, did not.

Most,

Since many of the expenditures within local budgets

were for primary and secondary level costs, little was left for teacher
trai ni ng--and much of that was alloted for salaries (UNESCO, 1983,
I

V - 35

)

.

Developing countries had to turn to multi-lateral funding from

donor agencies such as the World Bank, the International Monetary Fund,
funding from
the United Nations through UNESCO, and UNDP, or bilateral
the governments of wealthier nations.

An example of the amount of this

in the 1980 World
aid given specifically to teacher training is cited

billion dollars
Bank Education: Sector Policy Paper: approximately 1.3

between 1963 and 1979 (pp.

127-140).

7

Problem

Despite the stated need for reform, the availability of donor
funding, and the abundant number of innovations, the actual impact of

these innovations is being seriously questioned today, particularly in
Evidence of

teacher training institutions.

a

direct, causal relation-

ship between innovations and an increase in development is lacking.

Indeed, claims of the opposite are emerging.
in

At

a

regional conference

1978 of Ministers of Education and economic planners in Asia and

Oceania, one educator commented that: "Despite heavy investments in

education,

.

.

.

disparities in the provision of educational opportuni-

ty have not only persisted but in some cases may have been accentuated"

(UNESCO, 1978, pp. x-xi

(a)).

This tragic revelation is repeated in

many development documents today.
Davis'

The following quote from Russel 6.

1980 report on educational planning in sixteen developing coun-

innovatries poses the current rationale for questioning the impact of

tions

:

the problems of poverty and underdevelopment have not
The issues of maldistribution of income and
been solved.
human
property have not faded. The failure to meet basic
decades.
four
needs has lasted as a central issue for the past
in the
injustice
The failure of education to end poverty and
rather
recently,
developing countries has had more attention
.

than less (Volume

I

,

p.

1 )

has had
The assumption, then, that educational reform

a

direct and posi-

sacrosanct.
tive effect on development no longer is
has been questioned
Consequently, the reform of teacher education

ardor than the questioning of more
as to its impact--al though with less

8

general educational reforms.

Nonetheless, the few evaluations under-

taken do not give evidence of overwhelming success.
cate

Indeed, they indi-

lack of long-term impact.

a

One such evaluation--and, admittedly, the most thorough of those

documented--is that by Havelock and Huberman of 40 teacher education
projects funded by UNESCO in 1975.

These two educators make the blunt

observation that:
In spite of such large scale investments and expectations,
few of these innovations appear to make a major dent at the
national level in the educational or training problem which
they were designed to solve. They appear to be giant pilot
projects (1977, p. 15).

Assessing similar innovations in his own country, Newman Smart,
head of the department of education at the University of Sierra Leone,

remarked that:
many teachers are unqualified and untrained, half a
Strategies have been
page ahead of the pupils they teach.
training,
in-service
problem;
this
with
invented to deal
tuition,
correspondence
courses,
vacation
crash programs,
are
These
these.
of
combination
or
a
radio,
teaching by
inadequate
seem
They
needs.
all
the
meet
not
helpful but do
both in quantity and quality to solve the problems brought
about by universal primary education (in Klassen and Leavitt,
.

.

.

_

1977, p.

36).

At this point,

a

second problem within the field of innovation

training, must
evaluation, and specifically, within the area of teacher
be stated forthrightly

.

Any critical assessment of such innovations

cannot be based solely on

a

review of evaluations; for these are very

limited in number and in scope.

Perhaps this is due to the time lapse

evaluations may be completwhich obviously must occur before realistic
ed.

Perhaps it is due to

a

lack of funding,

a

lack of priority, or an

9

assumption that all is going well.

Regardless of the rationale, it is

obvious from more subtle evidence, such as the continued pleas over the
past ten years for the same reforms within teacher training which sup-

posedly were to have been met earlier by these same innovations, that
the time for critical questioning is at hand.

These subtle indicators give cummulative credence to the fact that
many innovations within teacher training institutions have not met with
They describe how unqualified teachers still abound, how na-

success.

tionalized curricula does not yet exist throughout educational systems,
how methods and materials remain teacher-centered, and how many innova-

tions have failed to be institutionalized.

Instead, innovations have

been seen as temporary placebos to development needs or, worse yet, as

continuing vestiges of the old colonialism in the form of neo-colonialism.

A few samples of these indicators follow.
In

a

1979 report by planners of the Asian Programme of Educational

Innovation for Development, representatives from 10 developing countries

identified some of their continuing problems as:
critical level of illiteracy; 2) shortage of qualified
teachers; 3) lack of specialists and other educational
personnel; 4) effective teaching approaches; 5) education
of cost and need for qualified personnel in education;
of evaluation; and
6) effective procedure and technique
and other educational
7) upgrading the quality of teachers
personnel (UNESCO, 1979, p. ii).
1)

It is

interesting to mention here that, in

a

1980 World Bank sector

million dollars in teacher
study, it was noted that approximately 213
127-140.
training loans had been given to Asia since 1963 (pp.

effect did this investment have?

What

10

A more direct plea has been stated in the formation of the Network

of Educational

Innovation for Development in Africa which advocates

African rather than Western approaches to innovative reform within educational

institutions.

Asavia Wandira of Kenya writes in one of the

Network's recent publications that the involvement of international
donor agencies in the innovative African Social Studies and Science
Education programs for teacher training has not been totally helpful.
He states:

While undeniably acting as catalysts for change, these
agencies have lacked the necessary local contact and
authority sufficient to effect change. Furthermore, their
financial arrangements are hardly adequate for long-term
planning of innovation such as complete changes in systems
would appear to demand. Above all, they are concerned with
specific and limited aspects of curriculum development and
could hardly be relied on to take the responsibility for
overall policies affecting the curriculum of any country
or the directions of its development (1978, p. 56).

These sentiments, either explicit or subtle, are just
numerous others scattered among reports on innovations

in

a

few of the

teacher train-

ing institutions of developing countries which cumulatively confirm

and
that innovations need to be questioned as to their current status

impact.

research needs to
A third problem within the field of innovation
contexts but to debe posed not only in regard to developing country
and on
This is the problem of who conducts research

veloped as well.

whom or what it
ly stated,

is

conducted.

Within the last two decades, as previous-

funded preinnovations in developing countries have been

from donor agencies.
dominantly by bilateral or multilateral loans

Of-

11

ten, these agencies are the only ones who require evaluations.

They

are rarely conducted by host country nationals using indigenously ap-

propriate research models.

Instead, the majority of evaluations have

been directed by foreign technical assistants, entitled consultants or

experts, who often in the process of using or, actually, misusing per-

formance based research models do little to assess the perceptions of
those upon whom the innovations have impacted, such as the graduated

teacher trainees working in regions distant from the capitals (UNESCO,
1979,

(a)).

In

Havelock and Huberman's report, one African project di-

rector is quoted as saying:

Evaluation is usually done through a report by the project
director. ... It is only fair to say that this is not an
objective or systematic type of evaluation. After all, we
know that a project will be judged 'successful' if the report is positive and well done, and we're personally interEven when outsiders are
ested’ in a positive evaluation.
used, they usually rely on us and on one or two staff officials for most of their information (1977, p. 269).
This approach to evaluation poses

a

double jeopardy situation for

educational planners within developing countries.

How can they assess

are not even
the impact of innovations when the evaluation techniques

within their own control?

And when those techniques are used, how of-

ten are locally defined factors assessed?

As Huberman and Havelock

again observe:
from (a) the
most information for the evaluation comes
data
statistical
(b)
and
experts,
or
opinions of officials
promaterials
or
trained
students
such as the number of
to the obduced--and this may have little or no relevance
jectives of the project (1977, p. 270).
In

innovations today within the
summary, then, the problems facing

12
1)

teacher training institutions of developing countries are three-fold:
a

growing concern as to their success in reforming teacher education

so that it may impact positively on national

development, 2)

a

lack of

information on their status and impact with which any assessment of
their success can be made, and

3)

a

preponderance of inappropriately

implemented research designs which evaluate innovations in ways that
often do not meet the needs of national educational planners.

Purpose

In

order to address these problems, the purpose of this study is

to evaluate an innovation in a teacher training institution of

veloping country by

1)

a

de-

determining its status or "institutionalization

level," by 2) identifying the various factors influencing that level,
and by 3) implementing

a

research design which is sensitive to the

needs of indigenous educational planners and teacher educators.
To accomplish this purpose, the study examines five specific questi ons
1)

What are the aims and types of innovations proposed for

teacher training institutions within developing countries
during the years of 1960 to 1980?
2)

What are the theories and models representative of innovation research during this same time period?

3)

What is one model of innovation research which could be

appropriate to the educational planners within developing
countries?
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4)

For one innovation within
of

a

a

teacher education program

developing country, what are its level of institu-

tionalization and the factors influencing that level?
5)

What recommendations may be given to educational planners,
change agents, and teacher educators to improve the evaluation of innovations and to increase their institutional izati

on?

Significance

The significance of this study lies in two areas, one theoretical
and the other practical.

Despite the desire that these two should be

collaborative components within any development project, the reality
that

a

is

distinct difference and lack of communication is evidenced be-

tween those who define the theories of development and those who imple-

ment them.

This study is significant because it examines innovations

within development both theoretically and practically.

Simply stated,

it practices what it preaches.

For educational planners, it provides

a

number of theoretical mod-

may
els by which innovations and their process of institutionalization
be examined.

For development practi tioners or change agents, it exam-

ines indigenously

i

den t i fied factors which influence that process.

And

adopters, it gives
for the recipients of innovations who are users or
feel
an opportunity to be heard as to how they

about an innovation.

chapter and in the problem
As stated in the introduction to this
planners, change agents.
section, the time is ripe for educational
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users and others involved in teacher education to share their thoughts

about the issues of innovation.

Methodology

The methods by which this study achieves its purpose include
view of literature and
one innovation within
try as

a

field-based research design which focused on

teacher training college of

a

re-

a

a

developing coun-

case-study.

a

Review of literature
lar topics:

1)

.

The review of literature discusses two particu-

the types of innovations introduced in teacher training

institutions of developing countries during the 1st and 2nd Development
Decades, 1960-1970 and 1970-1980 respectively, and 2) sample theories
and models of innovation proposed during these same periods.

The initial

review focuses on the aims and types of innovations

within developing countries, in general, and within teacher training
programs in particular.

The second review begins with an examination

with
of representative theories and models of innovation and concludes
the development of one model synthesizing them.

What becomes readily

planners withapparent is the lack of models either developed by local
for the purposes of
in developing countries or developed especially

evaluating innovations within such contexts.

Field-based research design.
cludes

a

The field-based part of this study in-

College of Lesotho
case study of the National Teacher Training
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(NTTC) where the innovative teaching method known as self-instructional

materials (SIMs) had been introduced in 1975.

In the

role of observor

as participant (Denzin, 1979; Patton, 1980), this investigator taught

at NTTC for three months, from February to May of 1982, while inter-

viewing, distributing and collecting questionnaires, and reviewing local

A brief discussion of the rationale, data collection

documents.

methods and analysis procedures of this design follows.
Rati onale

.

After an extensive review of the literature on innova-

tion research, this researcher developed

a

Wholistic Innovation Model

(WIM) as a framework for identifying the status and factors influencing

the institutionalization level of SIMs while being particularly sensi-

tive to the perceptions of the national recipients of SIMs: the lec-

turers, admi ni strators and local educational advisors.
The Wholistic Innovation Model

researcher M.

Q.

incorporated what the qualitative

Patton (1980) labeled as "sensitizing concepts" to as-

sist in identifying data sources, collection methods and analyses strategies.

The four sensitizing concepts particular to this model were

developed from the review of literature and represent those aspects of
innovation which must be considered in any innovation research.
include
3)

1)

innovation characteristics

,

2)

These

adopter characteristics,

instituthe innovation process of initiation, implementation, and

tionalization, and 4) the social system characteri sti cs
Data collection methods

.

Three basic data collection methods were

document review.
used in this study: interviews, questionnaires and
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INTERVIEWS

Fifty-seven lecturers from NTTC and 26 non-lecturers were interviewed in order to collect data on several or all of the following aspects of SIMs: their history, their current level of use and their current level of social system support.
as

Lecturers also were interviewed

to the factors they considered influential

to their current level

of

use.

These 57 lecturers comprised
p.

94)

(3

"saturation sample" (Denzin, 1970,

since there were only 58 lecturers employed at NTTC during the
A non-lecturer group was also interviewed and in-

time of this study.

cluded

a

5

NTTC administrators,

current and

2

5

members of the NTTC Board of Governors

past, excluding College administrators)

,

4

Instruc-

tional Materials Resource Center (IMRC) staff members responsible for
the printing of SIMs,

1

Ministry of Education representative who had

also served as the first director of NTTC in 1975,

expatriate change aqents sponsored by UNESCO,

7

2

of the original

of the original expa-

triate developers of SIMs, and 4 of the original national users of SIMs.

QUESTIONNAIRES

A commercially developed questionnaire was given to all

lecturers and to those
volved with SIMs.

9

of the

of the non-lecturers who were currently in-

This questionnaire was designed to assess the stage

of concern each individual had toward the innovation.
and given
A second questionnaire was developed by the researcher
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to 300 Third Year Students at NTTC to assess their use of SIMs
over the

past three years.

DOCUMENT REVIEW

Over 60 historical and current documents were reviewed for data on
the current social

system support for SIMs; i.e., financial, training,

personnel and material support.
cal

In addition,

these and other histori-

documents provided information as to the factors influencing the

current institutionalization level of SIMs.

Types of documents in-

cluded reports, memos, correspondence and minutes of meetings.

Analyses

.

The investigator defined institutionalization as

high level of use, 2)
level

of social

a

high stage of resolved concerns, and 3)

system support.

1 )

a

a

high

Both the interview on levels of use

and the questionnaire on stages of concern were commercially developed

instruments for which there were established quantitative analysis procedures (see Chapter III).

Social system support data were analyzed

by coding pieces of data according to how each represented financial,

training, personnel and material commitment to SIMs.
The analysis of factors influencing the use of SIMs followed

a

Interviews and

qualitative approach advocated by Norman Denzin (1970).

documents were coded for data pieces indicative of factors.

These

pieces were then "assigned" to one of the four sensitizing concept

categories within the Wholistic Model.
with the data (Patton, 1980,

p.

tial emergence of an additional

Indeed, through

a

dialogue

36), allowance was made for the poten-

factor category, for the collapse of
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two into one, or for the abandonment of any one in particular.

This

dialogical and qualitative analysis approach enabled factors and their

categories to emerge from the data pieces rather than from the researcher's predetermined assumptions.

Definitions

The following definitions have been proposed for this study.

Innovati on

.

Definitions of this term vary considerably within the

literature on change, planning and reform depending, usually, upon the
political or social perspective of the author.

Researchers concerned

innovations were equally diverse in their definitions.

with educational

Nonetheless, in compliance with the intention to evaluate innovations from the perception of the recipient culture, innovation is de-

fined herein as
(Rogers, 1962,

".

p.

.

.

an idea perceived as new by an individual"

13).

Institutionalization

.

Within the studies of change and education, def-

initions of institutionalization also vary.

All, however, commonly

focus on the point at which an innovation is no longer perceived as
"new" and has become

"...

part of the routinized behavior" of the re-

cipients or adopters (Berman and McLaughlin, 1975, Vol. 5-vii).

operationalized
For this study, "routinized behavior," had to be
such
and, so, the researcher turned to studies in which

accomplished.

a

task had been

Center
It was found that the Research and Development

at Austin had been
for Teacher Education at the University of Texas
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working on innovations for several years and could contribute,
to an operational

routine and

a

definition.

That contribution includes

a

in

level

part,
of

stage of concern at which an innovation can be considered

institutionalized.
This researcher believes strongly, however, that the social system
into which an innovation is introduced also influences institutionali-

zation.
social

She, therefore, incorporated the aspects of use, concern and

system support into the following definition for use in this

study.

Institutionalization is defined as the point in the innovation process at which 1)

a

tine level; 2)

majority of adopters and related personnel have re-

a

majority of adopters

is

using an innovation at

solved any concern about the management of the innovation; and

3)

a

rou-

a

high level of continued financial, personnel, training, material and

personal support is allocated by the social system into which the inno-

vation has been introduced.

Del imitation

A delimitation within this study is the selection of an innovation

particular only to

a

pre-service teacher education program.

Factors

influencing in-service innovations were not examined due to the limitation of time and transportation afforded to the researcher at the field
site.
A second delimitation was this researcher's

inability to read

Spanish which confined any review of South American literature to that

translated into English.

Unfortunately, few of the governmental re-

ports or educational journals representing that area have been trans-

lated into English, restricting the literature review of innovations.

L

i

mi tations

The limit of time curtailed access to additional representati ves
of the Ministry of Education in Lesotho as well as to other original

users who had left NTTC and were teaching outside of the region in

which the researcher was located.

Distance also restricted access to original developers many of
whom, as expatriates working for international development agencies,
had not only left NTTC, but Lesotho as well.

Although

a

majority of

these individuals did respond to correspondence, others could not be
located, let alone reached.

Organization

This study is divided into five sections.

Chapter

I

This chapter introduces the setting, problem and purpose of

.

this study.

The significance, methodology, definitions, delimitations

and limitations are briefly discussed.

It concludes with an overview

of each chapter.

Chapter

II

.

Devoted specifically to

to 1980, this chapter begins with

a

a

review of literature from 1960

current history of innovations in

teacher training colleges of developing countries.

This history fo-
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cuses on the aims and types of innovations.
The chapter continues with
els of innovation research.

a

survey of dominant theories and mod-

It reviews several

for each of the two

decades and emphasizes the lack of research theories and models particularly responsive to or emanating from developing countries themselves.
Finally, the chapter proposes

sized from those models reviewed.
in

a

Wholistic Innovation Model synthe-

It advocates an approach to research

developing countries which is sensitive to the perceptions of their

planners, administrators

,

and teachers as well as to the conditions

within which innovations operate.

It is also the model

upon which the

field-based research of this study is based.

Ch apter III

.

This chapter details the procedures for the field-based

research carried out on self-instructional materials at the National

Teacher Training College of Lesotho.

It interjects, where appropriate,

the influence of the Wholistic Model on the selection of these proce-

dures.

Discussion is divided into four sections: the site, innovation

and data source selection; the researcher's role; the research instru-

ments; data collection methods and analyses strategies.

Chapter IV

.

An analysis of the data collected on the institutionaliza-

tion level of SIMs as well as on the factors influencing that level

presented.

is

Both quantitative and qualitative analyses are reported;

from incharts and figures elaborate the narration while sample quotes

terviews and documents embellish the quantitative discussion.

Chapter

V

.

The final chapter includes

a

summary of findings with ref-
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erences to related literature.

Implications for educational planners,

change agents and innovation adopters are cited, and recommendations
are offered.

CHAPTER

II

INNOVATIONS AND INNOVATION RESEARCH

As stated in Chapter I, the post-independence decades of 1960-1970

and 1970-1980 demonstrate

a

considerable need for innovative reform in

the development, educational goals, and teacher training programs of

many developing countries.

Changes in development, however, cannot be

termed successful until educational goals are achieved; and the impact
innovative changes

of those educational goals cannot be assessed until

evident, in part, in teacher education programs are first implemented
and then evaluated.

Accounting for the sequential relationship of

these aspects of reform, this chapter begins within

a

review of the

literature identifying innovative changes in teacher education programs
between 1960 and 1980.

It then continues with a survey of representa-

tive research theories and models for evaluating innovations which were

prominant during this time.

The chapter concludes with

of one model which was developed as

a

a

description

synthesis of its precursors and

used as the foundation for the field-based design implemented in this
study.

Innovations in Teacher Education: 1960-1980

naBased on development philosophies which advocated equality,

tionalism and self-reliance and which represented
cal

a

variety of politi-

ideologies ranging from communism to socialism to democratic-

related innovasocialism and to democracy, educational goals and their
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tions in teacher training spanned

a

wide spectrum of aims and types.

Briefly, this first section presents examples of these in the form of
a

literature review on innovations in teacher training from 1960-1980.

Aims

.

1960-1980

.

As noted in Chapter I, the major educational

aims of

the 1960's focused on 1) nationalizing personnel and curricula in formal

school

settings, 2) re-organizing educational institutions to meet

priority development needs, and

3)

increasing the number of educational

opportunities in order to universalize education, specifically at the
primary level

(Klassen and Collier, 1972; Educational Study Group,

1971; ICET, 1969).
all

These aims necessitated immediate changes within

of the educational systems previously dominated by colonial or

"expatriate" advisors and bureaucratic structures: Ministries of Education, institutes and colleges of education, and secondary and primary

schools.
1)

Thus, secondary and supporting goals were quickly identified:

the reformation or training of educational personnel

including edu-

cation officers, school principals and classroom teachers, 2) the re-

structuring of governmental bureaus,

3)

the examination of learning al-

ternatives within and outside formal schooling, and

4)

the development

of new teacher training curricula, methods and structures (Coombs,
1968; Dodd, 1971).

Sadly, these aims and their supporting goals met with numerous

problems, not only caused by economic constraints inhibiting their
upon
feasibility, but also by discrepancies in the fundamental premises
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which aims were based.

As the 1960's progressed, it rapidly became ap-

parent that independence had caused many developing countries to react
rather than to act, to respond rather than to propose.

For example, in

striving for nationalism, the reaction had been against colonialism
(Klassen and Collier, 1972,
1977, p. 92).

75; Soriano in Klassen and Leavitt,

p.

Not surprisingly, the vestiges of colonial structures

and attitudes were harder to discard than originally assumed.

thought had been given to their replacements; and, as
many instances they never were replaced at all

Self-reliance was
p.

9; Nyerere,

1967).

a

a

Little

consequence, in

(Coombs, 1968).

response to imposed dependence (Klassen, 1970,

But this aim was tainted by the presence of an

economic dependency which paradoxically contributed to both the survival

and oppression of newly independent countries.

colonialism replaced colonialism as

a

The term neo-

cadre of national

leaders con-

ceived of development in terms of their own personal wealth and elitism

similar to that of their former colonial "oppressors" (Freire, 1970;
Roberts, 1968).

Although noble in print, the educational aims of the 1960's were
much more intricate and difficult to implement than originally thought.
As summarized by Peter Kinyanjiu of Kenya, the problems of realism as

opposed to the hopes of idealism were facing planners:
The situation facing educational planners during the early
followed a pattern in many deyears of independence
This included a high percentage of
veloping countries.
illiteracy among the adult and working population, increased
for
school enrollment as a result of growing public demand
cannot
who
leavers
school
of
education, increasing numbers
.

.

.
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be absorbed into the monetary economy, out-of-date curriculum, shortage of money, and shortage of qualified and ex-

perienced teachers' trainers and administrators (Klassen
and Leavitt, 1977, p. 84).
Mr.

Kinyanjiu continued to describe various educational innova-

tions in the teacher education programs which were proposed to meet

these problems:

increased enrollment; the employment of under or un-

qualified teachers who would be trained through in-service, correspondence courses; and consolidated programs for greater efficiency.

He

concluded by saying:
In spite of these developments in teacher education, the
total output of these colleges could not match the rising
demand for qualified teachers or even replace the existing unqualified staff in the schools (Klassen and Leavitt,
1977, p. 85).

1970-1980
tional

.

Fortunately, the late 1960's and 1970'

s

found educa-

planners pausing to re-examine the aims toward which their coun-

tries could and should progress in light of the acknowledged economic,

political and social realities.

The number of international education

conferences during this time attests to these reflective efforts: the
1969 and 1972 World Assemblies of the International Council on Educa-

tion for Teaching (Klassen, 1970; Klassen and Collier, 1972), the 1970

Commonwealth Education Conference
1971

in

Ghana (NEIDA, 1979,

p.

51), the

Education Study Group Conference of the Institute of Social Sci-

ences and UNESCO (1971), and the 1976 Ministers of Education Conference
in Lagos

(NEIDA, 1979, p. 48) to name just

a

few.

What evolved from these efforts were educational aims focusing not
means or stratso much on the ends or outcome of development but on the
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egies by which these ends could be attained.

Action began to replace

reaction, proposals to replace responses (Carnoy, 1977,

p.

6).

For ex-

ample, educational changes were formulated on more practical rationale

rather than on reactionary aspirations as stated in this recommendation
from the ISS/UNESCO conference cited previously:
in

educational

"...

the first step

innovation is general reflection inside and outside the

system on the why and wherefore of education" (1971,

p.

36).

The educational aims of the 1970's also began to account for the

constraints and resources within current systems as identified at the
1979 World Assembly:

Teacher education systems must be based on present realities
and future projections of countries ... 1) the availability
of educational opportunities and the number of students at
each educational level, 2) availability of trained, qualified
personnel
3) availability of capital resources to
create schools and learning materials, 4) the opportunity
for career fulfillment and mobility and society ideals in
which the educational system exists (Klassen, 1970, p. 6).
.

.

.

,

By beginning to recognize the rationale, constraints and resources

within educational development, the planners of the 1970's proposed
more realistic goals which affected both formal and newly emerging nonformal education sectors.

While still aiming toward the nationaliza-

tion of personnel and curricula and the universalization of primary edu-

cation, goals were broadened to account for populations previously ig-

nored but acknowledged as both instrumental in their potential contribution toward development and as victimized by problems within the first

development decade (1960-1970).

Specifically, these populations were

various societhose most deprived by the widening gap growing between
tal

groups despite changes directed toward equality.

Dichotomized
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groups were emerging between rural and urban, illiterate and literate,

self-sufficient and dependent, agricultural ly-based and technological,
young and old, male and female, rich and poor (APEID

,

1977, p. 28;

UNESCO, 1979, p. xxii(b)).
Educational planners had to develop innovative programs which

would account for the training of all of these diverse populations in
relevant development areas, be they programs in or out of school
(Coombs, 1972; LaBelle, 1975).

Innovative changes within the formal

sector included the reform of curriculum, the diversification of instructional methods and materials, and the restructuring of the teacher's role (Coombs and Hallak, 1972; Philips, 1973; Educational Study

Group, 1971, pp. 23-25).

Besides being an innovation in and of itself,

non-formal education accounted for numerous innovative changes within
its integrated development programs,

tional

skill

its literacy campaigns, its voca-

training, and its "political" and social empowerment phi-

losophies (Coombs and Ahmed, 1974; Freire, 1970, 1976, 1978; LaBelle,
1975).

To examine all of these innovations within the context of their

educational aims would be
study.

a

challenging yet inappropriate task for this

However, the following section within the first part of this

chapter reviews some of the types of innovations common to teacher
training institutions between 1960 and 1980 which were proposed in developing countries to meet these goals.

Types of innovations.

In

order to meet these education goals, teacher
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training institutions experienced, between 1960 and 1980,

a

period of

reaction and subsequent action comparable to that of the educational

system as

a

whole.

The Indian educator, S. N. Mukerji, describes this

pattern in the following analysis of pre- and post-1960 attitudes

toward innovations:
Prior to 1961, 'uniformity' dominated the entire field of
education, freedom was denied and experimentation was unknown.
Today, there is a demand for change
innovations are on the anvil, and it is very difficult to keep
a record of all of them
(Klassen and Collier, 1972,
.

.

.

p.

.

.

.

83).

What may assist

a

review of these numerous innovations within

teacher education in the

1

960

'

s

is to

categorize them into three basic

areas: 1) curriculum, 2) instructional methods and materials, and
3)

program structure.

For innovations in the

1

970

'

of teacher personnel and teacher role may be added.

therefore, presents

a

s

,

the fourth area

This next section,

survey of innovation types according to these

four areas and, where possible, according to their respective decade.

Country-specific references are made when possible and appropriate.
Curriculum

.

Despite the goal of nationalism in the early

1

960

'

s

the content of teacher education curricula often was criticized for

perpetuating the "colonial" emphasis on academic subjects and for devaluing pedagogical and development courses (APEID, 1977, pp. 29-30).
This emphasis had previously been based on the assumption that
a

person knows his subject, he will be able to teach it

1970, p.

14).

...

if

(Klassen,

was cited
A representati ve criticism of this assumption

interdiscipl inary approach
at an African seminar on the evaluation of an
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to teacher education:
In teacher training, far more attention is paid to the
diversity and value of knowledge than to learning how
to teach; and the acquisition of encyclopedic knowledge
takes precedence over vocational training and understanding of children (UNESCO, 1970, p. 8).
In

response to this criticism, innovative changes were introduced

to teacher education curricula through such courses as foundations,

child psychology and pedagogy (Dodd, 1971; ICET, 1969; George, 1976).

These were either incorporated for the first time or were upgraded in
"status" to the level of academic subjects.

A brief example of this

innovative curricular change is cited in the 1960's at the Julius

Nyerere Higher Normal School in Guinea, West Africa where two-thirds of
the curricula for secondary teacher trainees was devoted to pedagogy
and one-third to academic subjects (Bolinbaugh, 1972, p. 40).

Not only were the colonial academic areas de-emphasized

but their

,

Agri-

content was redesigned to be more relevant to development needs.

culture, moral studies and civics government, community development,
health and home economics were typical of those introduced.

flight of Sputnik came
ing colleges

a

With the

flurry of science teaching programs in train-

(UNESCO, 1970, 1974) and the development of the African

Primary Science Program (Ohuche, 1974).
With the realization that
ral

a

gap was growing between urban and ru-

areas came an emphasis in teacher education curriculum on rural de-

velopment.

An example of how one program incorporated this is the

through
Rural Teacher Education Project of Thailand initiated in 1956
a

UNESCO grant.

This project required the participation of

".

.

.

teach-
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er trainees in community development activities"

(Attagara in Klassen

and Collier, 1972, p. 92) where they were

to carry out the double

role of educator and community leader"
By 1969, all

.

.

(Attagara in ICET, 1969,

p.

6).

of the 25 teacher training colleges in Thailand had parti-

cipated in this project by incorporating community development courses
into their curricula and by providing practical experiences for their

students in rural communities.
This innovative, experiential component within the Thailand project
also was evidenced in other training programs as student teaching op-

portunities began to diversify.

A series of short-term practica or ex-

tended internships replaced the traditional ly limited two to four week

requirement (Fafunwa and Pires in Dodd,

p.

18).

To summarize curricular innovations introduced to teacher training

colleges between 1960 and 1980, they may be generalized as ones rejecting the purely academic orientation of the colonial

period while af-

firming the educational, developmental and practical aspects of teaching.

Those innovations introduced in the 1970's continued this affir-

mation while balancing it with the introduction of academic specializations and the upgrading of trainees' basic knowledge in general academic areas.

The curricular innovations which were seen as the most inno-

vative were those in new instructional methods and materials in which

trainees were taught within their pedagogy courses.

Because they re-

late so closely to the same methods and materials b^ which trainees
in
were instructed by teacher educators, both innovations are included

this next section on methods and materials.

32

Methods and materials

.

At a 1967 conference of educators in

India, Dr. Malcolm Adiseshiah, the Deputy

Di

rector-General of UNESCO,

said
We find in education an antediluvian technology which
would not survive in any other economic sector. The
teaching methods and learning techniques
are rusty,
cranky and antiquated (quoted in Coombs, 1968, p. 114).
.

.

.

Such criticism was common during the 1960's, and teacher training in-

stitutions experienced numerous innovations within their methods and

materials by which and

i_n

which trainees were instructed.

Basically, such innovations attempted to change the traditional

teacher-centered approach to teaching and learning to

munity-centered approach.

a

student or com-

As noted earlier, the colonial

philosophy of

education advocated an academic, knowledge-based curriculum.
in this was also a

teacher-centered instructional method.

Inherent

Teaching in

the early independence period was criticized for its "banking system"

assumption that knowledge was to be "given" or "transferred" from the
teacher to the student (Freire, 1974; UNESCO, 1978,

p.

44).

The most

common method of instruction which demonstrated this assumption was referred to as the "chalk and talk" method or the lecture, and it permeated teacher training institutions.
Dr.

In the

Punjab Province of India,

Evely Marr surveyed three colleges of education and found that:
The methods of teaching most commonly employed by teacher
educators were lectures, lectures cum discussions, and
lectures supplemented by assignments. There were a few
notable exceptions, but generally, the teacher educators
were not trying out in their own teaching the progressive
methods which they were discussing with their students
(Commonwealth Secretariate, 1973, p. 282).
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The post-independence goals of nationalization and self-reliance

rejected this teacher-centered methodology.

How could teachers assist

students in becoming self-confident, active and independent citizens if

teachers themselves were not taught how to be self-confident, active
and independent thinkers?

As Jaime Benitez, then president of the

University of Puerto Rico, stated in 1969 concerning teacher training:
If education is acquired preeminently by means of learning,
and the role of the student is conceived as an active rather
than passive one, it is imperative at the same time to reThe task
vise the function corresponding to the teacher.
of supplying information and making sure that this is acquired by the student will cease to be his chief role (ICET,

1969, p. 2).

Thus, innovative teaching methods and materials b^ which teacher

trainees were to be instructed appeared in training institutions.

Ex-

amples of these were demonstration lessons and micro-teaching, team-

teaching, small group activities including discussions, field trips,

problem-solving techniques and laboratory experiments (Dodd, 1971,
p.

18; Klassen et al

.

,

1970, p.

153; Prasad in APEID, 1977

,

p.

82).

The introduction of courses on group dynamics, interaction analyses,
and
and non-verbal communication assisted trainees in understanding why

(APEID,
how these new methods worked while teacher trainers used them

1977, p. 47; Klassen and Collier, 1972, p. 9).

Also introduced was

teachercompetency-based instruction, in part to decrease the amount of

resource-based
directed learning and to increase self-directed and
learning (Hanson, 1971; UNESCO, 1977,
A sample program in which several

p.

8).

of these innovative methods and
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materials were evidenced was that of the Abraka College of Education in
Nigeria.

In

collaboration with several donor agencies, the government

of Nigeria had proposed in 1972 to transform the Primary Teacher Training College in Abraka into a College of Education.

Upon the termina-

tion of its funding grant in 1977, various innovative methods of in-

struction were reported as having been implemented: micro-teaching,

competency-based learning, modular units, demonstrations, laboratory
experiments and field experiences on an agricultural science farm
(UNESCO, 1978(a)).

Indicative of the rapidity and extremity of change within instructional methods and materials as the two development decades progressed

were those innovations in the area of technologically-based products,
both commercially and locally constructed.

There can be no underesti-

mation of the effect (positive and negative) that technology has had on

teacher education in developing countries.

Along with those at Abraka

College, teacher trainees elsewhere were being taught through the closedcircuit T.V.'s of micro-teaching labs (APEID, 1977,

p.

40; APEID, 1979;

Grady in Klassen and Leavitt, 1977; Miltz and Marks, 1979).

Radios

were supplementing both pre-service and in-service, distance teaching

programs (Razik, 1980; UNESCO, 1978).

Tape recorders as well as slide

methods and
and film projectors were being introduced as instructional
material

s

and locally develA considerable investment in both commercially

oped materials was evolving.

Although few references in the literature

mentioned the textbooks teacher educators were using

in

their classes,
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the use of instructional or self-instructional units was described
as
well
p.

as of programmed-learning modules

Klassen and Leavitt, 1977,

9;

1970, p.

162).

p.

(Klassen and Collier, 1972,

77; NEIDA, 1981, p.

25; Normington,

Most often these self-directed materials were mentioned

in the context of in-service,

distance teaching or correspondence

courses (APEID, 1979; Razik, 1980) although some evidence of them was

found in pre-service programs as well
One example of

a

(Anzalone, 1977).

teacher training institution which used both

technology and locally developed materials was the In-Service Teacher
Training Institute of the Ministry of Education in the Sudan.

In

1977,

this institution had 19 centers and 48 sub-centers which serviced 8,000

untrained teachers who had been recruited for primary schools.

Through

instructional materials and multi-media methods, the institute attempted to carry out its upgrading courses (Ministry of Education-Sudan

1977).
It is difficult to identify all

proaches or techniques

in_

which teacher trainees were taught as content

within their pedagogy courses.
they were taught.

of the innovative methods, ap-

Many were similar to those by which

However, as the forementioned quote by Dr. Marr con-

cludes, teacher trainers were not often teaching through the methods

which they were introducing to their students.

Following is

a

brief

overview of those innovative methods which sometimes were included
teacher training courses.

in

Three specific areas assist in categorizing

these: classroom management, instructional methods and materials.

First, innovative classroom management approaches often attempted
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to make use of small group structures.

The creation of interest or

study centers was encouraged as was the use of individualized instruction (Ohuche, 1974).

Planning by objectives and the evaluating of

students through continuous assessment was advocated (Klassen, 1970,
p.

12).

The abolition of corporal punishment was promoted.

As for instructional methods and materials, many already have been

cited in the previous section dealing with methods by which trainees

were instructed.

Additional ones, however, include the use of brain-

storming, case-studies, role-plays, panels, projects and field-trips
(Dyasi, 1977; UNESCO, 1977, p. 40).

Radios, televisions, tape recorders

and record players were mentioned; but, often because of the limited

access to these by teachers in primary and secondary classrooms, they

were not emphasized (APEID, 1977; APEID, 1979; Universiti Sains Malaysia, 1979, p. 28).

Trainees were encouraged to develop their own teach-

ing materials in the form of modules, self-instructional materials,

posters, charts and flannel boards (Klassen and Leavitt, 1977,

These innovative methods and materials by which and

in,

p.

77).

which teach-

er trainees were taught during 1960 to 1980 should not be seen as ubi-

quitous.

Many were used on an experimental, pilot-test basis; many

ceased
were adapted to traditional methods and materials such that they
to exist in their original

form; many were dependent on external

ing or sustained technological

input which ceased after

a

fund-

time.

personnel quickly
Some educational planners and teacher training

commercial marecognized the incredible "costs" of technological and

terials.

based.
This recognition was not just economically

It was
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socially and culturally perceived as
dency.

a

continuation of colonial depen-

To assume, therefore, that these innovations were readily ac-

cepted and institutionalized by

a

massive number of teacher training

colleges is unrealistic and, as stated in Chapter I, is the particular
concern of this study.

Institutional structure

.

The institutional structure of teacher train-

ing changed dramatically between 1960 and 1980 from the "normal
to the "pre-servi ce" and "in-service" concepts.

aggressively

,

This change occurred

as did the recognition that universal

nationalization of personnel meant

a

school"

education and the

drastic shortage of trained teach-

Statistics often tell woeful tales, and those which deal with

ers.

under- or unqualified teachers during this period are no exception:

...

Uganda

in

1968, 25 percent of the total primary school teaching

force of 20,000 were Grade I, with only
less plus
p.

6

years of primary education or

years of professional training" (Klassen and Collier, 1972,

2

25); in Malaysia, "Despite the existence of 26 Teacher Training Col-

leges

.

.

teachers
".

"In

.

.

there are almost 15,000 untrained uncertified temporary

.

.

.

."

(APEID, 1979, p.

18); and, lastly, in Thailand,

some 2.3 million additional teachers were trained and recruited

in the 10

years since 1965" (APEID, 1978,

p.

viii).

Various stop-gap measures were proposed by teacher education programs to meet the dilemma of teacher shortages.

Traditional, pre-

alservice programs were varied in length to give credit to trainees

ready experienced in teaching.

This created

a

graded-certi

fi

cati on

1972;
structure which was popular particularly in Africa (Bolibaugh,
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George, 1976; Klassen, 1970).
The innovative concept of in-service teacher education emerged,
and regional centers were established at which teachers, already in the

classrooms, could attend short-term skill building sessions entitled
"seminars" or "workshops" (Bolibaugh, 1972).

During their vacations or

released time, participants came into the major cities where either the
regional center, school of education, or Ministry of Education was located.

Workshop facilitators, in the form of national education offi-

cers, or expatriate consultants, would attempt to meet the participants
of these workshops in follow-up sessions within their own classrooms.

This workshop or seminar approach became popular in the
1970'

s

1

960

1

s

and

as an innovative structure for upgrading the skills of untrained

or under-trai ned teachers (Durstine and Hudson in Coombs and Hallack,
14).

1972, Ch.

The 1970's saw

a

continuation of the workshop approach, but the

addition of technology and commercially or locally developed instructional materials in order to increase the efficiency of in-service

training.

At an African regional workshop on educational

innovations

stratefor rural development and teacher training, six instructional
gies were proposed based upon these innovations.

They are listed here

indicated using them:
along with those countries at the workshop which

Lesotho

1.

Distant Teaching

2.

Itinerant Teacher Training

3.

Radio

4.

Instructional Modules

-

-

-

Tanzania

Ethiopia, Lesotho, and Tanzania
-

Guinea, Kenya and Sierra Leone

5.
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Correspondence

-

Lesotho and Tanzania (NEIDA, 1979,

p.

32).

Similarly, the UNESCO Regional Office for Education in Asia and

Oceania proposed the following innovations for restructuring in-service
programs
1.

Self-instructional materials

2.

Distance teaching

3.

Micro-teaching

4.

Team teaching

5.

Reduced instruction-time programme

6.

Multi -media package programme

7.

Simul ated/CCTV programme

8.

Correspondence course with minimal use of postal service
(APEID, 1979, p.

ii).

These two lists and the previous discussion provide

a

survey of

innovative structures introduced during the period of 1960-1980.

The

importance of one, centrally located educational institution at which
all

trainees resided had diminished.

Due to an analysis of cost-

effectiveness in retraining rather than disqualifying the un- or under
trained teachers already in the field, teacher education institutions
dideveloped an alternative to the pre-service concept in the form of

verse in-service programs.
ed new structural

Thus, teacher education, as

a

whole, adopt

approaches to training.

Training personnel

.

While the content, methods, materials and

changes during
structures of teacher education underwent innovative
both the

1

960

1

s

was most
and 1970's, the area of training personnel
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dramatically altered in the 1970's with the emergence of both
development approach to teacher education and
approach.

a

rural

a

non-formal education

As noted previously, the need to educate those populations

which had been historically excluded from formal school settings pro-

moted the development of educational programs conducted outside of the
traditional classroom as community development projects.
In

order to train personnel for these projects, both teacher edu-

cation and non-formal education programs re-examined the role of the
teacher.
cational

classroom teacher, the Asian Programme of Edu-

For the formal

Innovation for Development proposed eleven such changes in its

1977 handbook on Preparing Teachers for Education in Rural Development

These eleven viewed the rural teacher as
policies and programs, 2)

a

1)

.

communicator of national

a

promoter of these,

3)

a

rural

reconstruc-

tion worker, 4) an interpreter for the community to government agen-

cies, 5)

a

learner of community problems, 6)

a

change agent,

7)

novator of methods, approaches and techniques of instruction,

8)

an ina

problem solver, 9) an organizer for mobilizing community resources,
10)

an integrator of experiences obtained from outside and inside the

school, and 11)

coordinator of programs (pp. 32-24).

a

These roles

rural
were prominant in much of the literature reviewed on teachers in

development (Klassen et
and Leavitt, 1977

,

al

.

,

1970; Klassen and Collier, 1972

1978, 1979; NEIDA

,

;

Klassen

1979; UNESCO, 1978).

was not
This formal education concept of the "polyvalent" teacher

considered in
enough for many of the developing countries which were

capitalist terms as the communist countries.

Within these countries,
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the concept of teaching personnel

underwent radical innovative changes.

The Cultural Revolution in China is one example in its doctrine of
farmers and laborers as teachers, and teachers as farmers and laborers.
In

Guinea Bissau at the Maxim Gorki Center for the Formation of

Teachers, the philosophy of teachers as worker-ci tizens
citizens as teachers has been dominant.

,

and worker-

Student teachers worked daily

with local farmers and learned from them about development needs; the

farmers, in turn, were assisted in meeting those needs (Freire, 1974,
pp.

430-44).

In Cuba the training of young

literacy teachers as co-

workers with the illiterate also demonstrated an innovative role of

teacher (Kozol, 1978).

These approaches considered radical by non-

socialist societies, interestingly recall the educational goals of
those very same countries from the early
equality.

1

960

'

s

:

self-reliance and

It appears that the extent to which new teacher roles meet

development aims in an "appropriate" manner
and ideological

is

often open to political

interpretation.

Outside of the formal school setting within the field of non-formal

education, the role of the teacher was also changing in order to meet

development needs.

This non-formal education movement had its corner-

its primary
stone in rural development as did formal education but saw

clients rather as those outside of the formal classroom.

These clients

in projects
included out-of-school youth and adults who were involved

or other skill
which enhanced literacy, health, business, agriculture

individual development.
areas contributing to both community and

The

was that of the teacher
innovative role of the teacher in these projects
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learner or facilitator.

Based on the belief that "teachers" in rural

development should be local citizens, non-formal education advocated
the abolishment of

of

a

traditional teacher's role and the introduction

a

co-learner, peer-guidance role (Coombs and Ahmed, 1973; Freire,

1976; LaBelle, 1975).

Uncertified non-professionals were often self-

selected for these roles and trained in the techniques of group discussion and community organization.

While dissimilar in clientele, both

teacher education and non-formal education programs were re-examining
the concept of teacher and implementing innovative roles.

These changes in the role of the teacher as those within the curriculum, methods, materials, and structures of formal teacher education

programs represent

a

review of innovations within teacher education in-

stitutions during the past, two development decades of 1960-1970 and
1970-1980.

As stated in the introduction to this chapter, the effect

of these innovations could not be assessed until evaluated.

second section of this chapter continues with

a

Thus, the

review of the litera-

ture on various theories and models of innovation research prominant

during this period.

Innovation Research: 1960 to 1980

Having identified the types of innovations presently being promotsecond
ed in teacher education programs in developing countries, the

theories
section of this chapter will survey the literature of various
during the
and models upon which innovation research has been based
last two decades.

The chapter will conclude with

a

model which syn-
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thesizes the surveyed research and provides the foundation upon which
the field-based design of this study is centered.

Research in the 1960's

.

Research on educational innovations as change

mechanisms in the 1960's owed much of its incentive to forces outside
any university setting.

Throughout this century, as the amount of know-

ledge to be presented to students exploded so abundantly and rapidly,

educational systems globally began to be held accountable publicly for
the effects of their educational practices, particularly innovations.

Government agencies providing funds for education, private and public
enterprises hiring graduates of school systems, communities incorporating students as citizens, parents living daily with their children, and

students themselves experiencing such practices--al

1

began questioning

the rationale for and the effects of various educational

innovations.

This is not to say that educators themselves within educational
systems were not equally concerned with the quality of services being

offered to children.

It is only to say that the literature on research

of educational practices, including innovations, increased both in

Western publications (Rogers, 1962) and in Third World publications
(Havelock and Huberman, 1977) when the pressures of interest groups
reliaseeking accountability surfaced publicly and demanded valid and
ble assessments of educational practices.

which innoThe response of educators in the 1960's was to examine
effective.
vations or changes in educational practices were

chagrin— at least initially

in the Western literature

To their

(Rogers, 1962)
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and later in the Third World literature (Havelock and Huberman, 1977)

--it was difficult to assess the effects since most innovations either
had failed to be institutionalized or had been adapted so drastically

that they no longer existed in their original form.

The focus of re-

search on innovations quickly changed from examining the after-effect
to assessing the process of innovation:

how an innovation was initiat-

ed, adopted and institutionalized within an educational

how was this assessment to occur?

setting.

But

Upon what theories or practices was

research on educational innovation going to be founded?

Three particu-

lar individuals were prominent in the 1960's with their answers:

Everett Rogers, Elihu Katz and Matthew Miles.
Rogers

.

Everett Rogers in his review of 500 diffusion research

studies entitled Diffusion of Innovations (1962) proposed that the
study of how innovations spread within social systems (i.e. diffusion)
was rooted in six Western research traditions.

These six were anthro-

pology, early sociology, rural sociology, education, industry, and medical

sociology.

He hastened to add that "There has been

a

very ade-

quate diffusion of diffusion research findings among those researching
the topics"

(1962, p.

55).

Following is

a

brief summary of how, ac-

research.
cording to Rogers, these traditions contributed to innovation
the 1950's,
First, in the field of anthropology, particularly in

the practice of

a

participant observer descriptively analyzing

was typical.
and its reaction to an innovation and change

ence of

a

a

society

The influ-

of an innosociety's culture on the acceptance or rejection

vation was the focus of research.

Early sociology also looked at

a
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society's reaction but from

a

statistical research approach in which

secondary sources of data such as town records were used.
ence of particular social groups within

a

The influ-

culture was emphasized.

Contributing more to innovation research than these two traditions,
however, was the field of rural sociology, especially as land grant
colleges were building up their capabilities in research on farming
techniques.

Extension workers used personal interviews and statistical

analyses based on these interviews.

They offered findings on the char-

acteristics of innovation adopters (e.g. their innovativeness), on
their rate of adoption, and on the information sharing process during
di

ffusi on

According to Rogers, education as

a

tradition was very weak in

contributing findings to the area of innovation research.
of his 500 studies came from this field.
on the rural

a

few

Nonetheless, it did elaborate

sociology concept of adopter innovativeness.

the industrial tradition.

Only

So, too, did

More importantly, though, this tradition

contributed the case-study approach concentrating on which products
were selling best, to whom and why.

Public health officials in the

about
medical sociology field tried to answer these same questions

statistipharmaceutical projects through their personal interview and
cal

analyses approach.

They also focused on adopter characteristics

of innovations.
and on the role of opinion leadership in the diffusion
All

literature on
of these traditions contributed to the state of

Western innovation in the 1960's.

Little study, unfortunately, was be-

in developing countries by
ing conducted on diffusion of innovations
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either Westerners or nationals.

Rogers stated:

Perhaps generalizations about diffusion in 'underdeveloped' countries are hazy because our reseach is relatively 'underdeveloped' in those non-Western cultures
only 39 of the 465 studies (exclusive of the
anthropological tradition) reviewed here had a locale in
a less developed area (1962, p. 72).
.

.

.

Thus, in the Western research tradition terms such as adoption, adopter,

diffusion, communication, and extension worker had become commonplace.
But Rogers also found that these traditions, while sharing terms, were
not sharing their findings; and, so, he attempted to analyze and synthe-

size them himself.
To begin this task, Rogers first defined innovation in an innova-

tive way.

To him, it meant

".

an idea perceived as new by an indi-

.

.

vidual" (1962, p. 13), thus presenting the non-conventional concept
that an innovation was determined as such by the percepti on of the

adopter, not by the presumption of the developer.

Next, Rogers differ-

entiated between two previously combined and, therefore, confused terms:
adoption and diffusion.
or decided

".

.

.

He contended that if only one person adopted

use

to continue full

.

.

."

(1962, p.

17)

of an inno-

anyvation, that did not infer that the innovation had been accepted by

one other than the sole individual.

In

order for innovations to be ac-

first had to
cepted institutionally or to be "institutionalized," they
be shared with others.

This

".

.

.

spread of

a

of invention to its ultimate users or adopter^

sion by Rogers (1962, p.

new idea from its source

..."

was termed diffu-

13).

the bases upon which
These two terms, adoption and diffusion, were
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Rogers founded his research in the 1960's and upon which later researchers, soon to be discussed, based theirs.

present

a

thorough explanation of these terms and their role in this

brief survey of innovation research.
Rogers'

It is necessary, then, to

citing of

a

Such an explanation begins with

second diffusion researcher, Elihu Katz.

As Rogers quoted Katz:
It is about as unthinkable to study diffusion without some

knowledge of the social structures in which potential adopters are located as it is to study blood circulation without
adequate knowledge of the structure of veins and arteries
(1962, p. 16).

Agreeing with Katz, Rogers proposed that the adoption of an innovation
first by an individual and, then, through diffusion, by other potential

adopters did not occur within

vacuum.

a

Indeed, the social system

through which and by which an innovation was diffused had to be considered.

Thus, Rogers formulated

consisted of four elements:

1)

a

concept of innovation diffusion which

the innovation itself, 2) its communica-

tion from one individual to another, 3) within

overtime (1962,

p.

a

social system, 4) and

12).

With these four elements as categorical guides, Rogers analyzed
findings which
his 500 diffusion studies and observed certain findings,
for the next
occupied the forefront of innovation research questions

two decades.

These findings redefined the initial four elements as

or supported the
four aspects of innovation diffusion which inhibited

adoption of an innovation.

These were renamed as:

acteristics, 2) adopter categories,
4)

stages of adoption.

3)

1)

innovation char-

social system effects, and

Briefly, each will now be explained.
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Rogers found that throughout the 500 studies, the characteristics
of innovations were recurrent topics.

These could be categorized into

five groups representing specific criteria by which an innovation was

either accepted or rejected:

1)

its relative advantage--how superior it

was over other ideas or practices; 2) its compatibil ity--how consistent
it was with existing values and past experiences of an adopter;

3)

the

complexity or difficulty an adopter had in understanding or using an
innovation; 4) its divisibility or the degree to which it could be

tried on

a

limited basis; and, finally, 5) its communicability--whether

or not it could be easily diffused (1962, p. 124).

Recognizing that it was the adopters themselves who defined the

characteristics of an innovation, Rogers also categorized adopter character!' sties

Adopter categories are the classification of individuals
within a social system on the basis of innovativeness.
The five categories utilized here are innovators, early
adopters, early majority, late majority and laggards (1962,
19).

p.

Rogers presented

a

composite picture of these categories according to

their "salient values," "personal characteristics
havior," and "social

relationships" (1962,

p.

,"

"communication be-

185).

addition to this composite, Rogers proposed five stages through

In

which an individual would pass in adopting an innovation:
2)

1)

interest, 3) evaluation, 4) trial, and 5) adoption (1962,

Figure

1

awareness,
p.

79).

catepresents Rogers' collaboration with Beal on how adopter

gories relate to the stages of adoption within

a

diffusion process of

either personal or impersonal communication (1962,

p.

180).

Depending

Percentage of Communication Source*
Classified as Personal

Figure

SOURCE:

1.

Percentage of Personal Communication Sources at
Each Stage in the Adoption Process by Adopter
Category for 2, 4 D Weed Spray
Rogers, 1962,

p.

130, reprinted with permission.
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upon which stage an adopter is in, a particular category of adopter

emerged and particular forms of communication were appropriate for diffusion.

Such findings greatly influenced the kinds of activities dif-

fusion agents pursued during the next twenty years and the theories in-

vestigated by innovation researchers.
Less developed was Rogers'

innovation diffusion.

analysis of social system effects on

What little Rogers did was limited to

a

discus-

sion of whether or not an adopter perceived an innovation to be socially or economically acceptable.

Equally limited, but still influential,

were Rogers' conclusions about those members within
who played key roles in diffusing innovations.

a

social system

These members Rogers

labeled as "opinion leaders," and their relationship to "change agents"
or "extension workers" as analyzed by him hinted at later findings on
the process of innovation.

No longer would innovation research focus

just on the characteristics of adopters or innovations nor on the

stages of individual adoption.

Probably the most daring and intriguing contribution Rogers made
to innovation research was his listing of fifty-two generalizations

Certainly, these generaliza-

about innovations and their diffusion.

followtions proposed hypotheses which would be tested throughout the
ing two decades.

Relevant particularly to the design of this study,

which he
however, were the four basic conceptual aspects of innovation

categorized: innovation characteristics

,

system effects, and stages of adoption.
through the maze of innovation research.

adopter categories, social
These serve as guideposts
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Katz

Also researching innovation during the

.

Katz (1963).

1

960

'

s

was Elihu

Where Rogers had begun to examine the role of communica-

tion in the diffusion process, Katz and his associates, Hamilton Her-

bert and Martin Levin, continued.
one of the most influential

They advocated that diffusion was

factors in the institutionalization of an

innovation, and their definition reflects this belief:
The process of diffusion is defined as the (1) acceptance,
(2) overtime, (3) of some specific item--an idea or practice, (4) by individuals, groups or other adopting units,
linked to (5) specific channels or communication, (6) to
a social structure, and (7) to a given system of values or
1963, p. 237).
culture (Katz et al
.

,

This emphasis confirmed the change in focus of innovation research in
the 1960's from the particular characteri sti cs of adopters and innova-

tions themselves to the general process of adopting and institutionalizing an innovation.
Like Rogers, Katz turned to disciplines outside the field of edu-

cation for assistance in conceptualizing and assessing the innovation
process.

He referred to the various perspectives anthropologists,

sociologists, health practitioners, and marketing researchers contributed.

Anthropologists offered the study of groups as "units of adoption

in place of the study of individual

tion research on interg roup

,

adopters.

This initiated innova-

not just intrag roup relations and, subse-

quently, on developer/change agent/user relations.

compatibility between

a

Also, the study of

culture and an innovation was enhanced.

through the anthroSociologists looked more closely at innovations

pological

within inter/intralens by focusing in on the social dynamics
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group relationships and on the various channels of communication in-

herent in their interactions.

Sociological studies were practically

oriented and contributed in developing

which

a

"time-of-adoption" measure by

group's initial use of an innovation could be assessed.

a

Health

practitioners and marketing researchers also employed this measurement
but, due to the consumable characteristics of their innovations or pro-

ducts, they continued to focus more on one side of relationships: that
of the individual adopter and his/her perceptions of influential com-

munication channels.
As with Rogers, Katz emphasized that:

diffusion researchers in the several traidtions
which we have examined scarcely know of each other's existence. ... As a result, each tradition had emphasized
rather different variables and a characteri sti cal ly different approach (1963, p. 240).
.

.

.

common
Katz proceeded, therefore, to synthesize these and to recommend

areas for further innovation research.

According to his definition of

innovation
diffusion, he categorized the various elements within the
units, channels of
process as follows: acceptance, time, item, adopting

culture.
communication, social structure, and system of values of

To

then measured, the
Katz, if these elements could be segregated and

enlightened.
field of research on innovation would be

In order to as

research tasks which follow
sist that happening, he encouraged the
1

.

2

.

more refined definition of acceptance
of time
more ingenuity in looking at the relationship
to innovation acceptance
scheme for classi
development of a 'content analytical
fying the innovation being diffused
attention given to the unit of adoption
a

.

,

3.

4.

.
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5.

6.
7.

As will

an examination of the interpersonal channels of communication within a larger social structure
comparative studies in which the same item would be
diffused in different social structures
the notion of compatibility between the innovation and
the recipeint culture of individual (1963, p. 252).
be evident shortly, subsequent research on innovation heeded

Katz's recommendations.

Miles

The third innovation researcher prominent in the 1960's

.

was Matthew Miles in collaboration with others at Teachers College,

Columbia University.

Miles is of particular interest to this thesis,

for his writings center specifically on educational
on general

innovations, not

diffusion studies as did Rogers' and Katz's.

Miles'

book.

Innovation in Education (1964), actually was one of the first compilations of essays by Western educators on their experiences with educational

innovations.

At last, innovation theories particular to the

field of education were coming into their own right.
In his

introductory essay to Innovation in Education

,

Miles claimed

had
that "contemporary change efforts" had failed because their focus

than on
been too much on the characteristics of the innovation rather

the innovation process.

innovation were considered of great ben-

If an

institutionalized by an
efit, then, of course, it would be adopted and

organization, in Miles' case,

a

school

district (1964,

p.

2).

If not,

itself must have affected
some other factor aside from the innovation
the process.

involved in
Miles surmised, therefore, that educators

questions before introducing
change had failed to answer the following
an innovation to their systems:
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1.

2.
3.

4.
5.

6.
7.

What are the properties of educational systems--as
opposed to other types of systems--whi ch appear to
exert pronounced effects on innovation attempts?
What are the underlying characteristics of an innovation?
What are the pre-existing conditions in the system
which may facilitate or hinder change?
What are the processes during change? What, actually,
seems to go on as an innovation encounters a system?
What are the characteristics of the innovative person
or group?
Under what circumstances is an innovation likely to be
rejected by members of a target system?
What are the reasons for changes in innovation rates?
Under what circumstances does a system begin to innovate at a different rate than previously?
(1964, pp. 40-43).

Several of the contributors to Miles' book shed light on either
the research methods appropriate for examining these questions or the
One contributor in particu-

hypotheses upon which they could be based.

lar must be mentioned since his studies broached the area of innovation

adaptation,

a

focus of research in the 1970'

s

which will soon be cited.

This contributor was Paul Mort, also from Teachers College, Columbia

University, who responded to Miles' fourth question on processes during
change.

Based on 200 studies of educational institutions, Mort pro-

posed that innovations and adopting institutions "adapted" to each

other and that this "adaptation" took such

a

long time that change

evolved, rather than occurred spontaneously.

Within that evolution,

adjusted
both the innovation and adopting individuals and institutions
and adapted to each other (1964, p. 326).
it is evident that research on educational

In summary,

during the

1

960

'

s

innovations

anthropolowas initially rooted in the traditions of

education and industry.
gy, sociology, health,

Subsequently, it
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branched out to tap the propositions of contemporary diffusion studies.
New hypotheses emerged.

Innovations were no longer determined as ac-

ceptable based solely on their inherent characteristics.

Instead,

those characteristics were only one of several aspects within

larger

a

concept entitled the innovation process which was found to exert sig-

nificant influence over acceptance or rejection.

These additional as-

pects were adopter categories, adoption stages, communication channels,
and social

Research questions surrounding each of

system effects.

these promoted many more studies on innovation in the late

1

960

1

s

and

led the journey toward the equally diverse but more substantive studies

of the 1970's, now to be surveyed.

Research in the 1970's

.

Despite the massive increase in the studies

on innovation in the 1980'

s

as Western researchers reported their own

findings and then critiqued each other, several distinct theories

emerged which served as landmarks.

section, six such theories

In this

and their respective proponents will be discussed: the Diffusion Theory

of Rogers and Shoemaker (1971), the Linkage Theory of Havelock (1973),
the Adaptation Theory of Berman and McLaughlin (1974-78), the Concerns-

Based Adoption Model of Hall, Loucks, et

al

.

(1973-82), the Political

Model and the Adaptive Model of Lindquist (1978, 1979).

Rogers and Shoemaker

.

To begin, one of Everett Rogers'

recommen-

Innovati on,
dations at the end of his 1962 publication. Diffusion of

topic should be
was that in ten years an updated version on the same

written.

second edition
He followed his own adivce, and, in 1971, the
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entitled Communication of Innovations:

Cross-Cultural Approach was

a

published, written by Rogers in collaboration with Floyd Shoemaker.

A

basic difference between the 1962 and 1971 editions was Rogers' ap-

proach to the adoption process.

While the emphasis previously had been

on the term "adoption," he and Shoemaker replaced "adoption" with the

term "innovation decision process" (1971,

p.

99).

The rationale behind this new "innovation decision process" was
that an individual adopter's behavior was not spontaneous at the moment
of adoption or rejection.

fact, behavior before and after initial

In

adoption was equally influential
vation.

in the survival

or demise of an inno-

Rogers and Shoemaker, therefore, linked the five stages of

adoption (awareness, interest, evaluation, trial and adoption) from
Rogers'

1961 work to four stages within the innovation decision process

(knowledge, persuasion, decision and confirmation) (1971,

p.

102).

These two stages were interrelated, as depicted in Figure 2, at
points where information could either cause

behavior or, vice versa, cause

a

a

decision and subsequent

behavior and subsequent decision.

Rogers and Shoemaker hastened to say that general decisions were con-

stantly being made which affected the adopter's behavior in addition to
the specific decisions preceding trial

behaviors as shown in Figure

2.

and conAs Rogers and Shoemaker also said, there were numerous

studies
flicting terms and numbers of stages emerging within innovation

during the 1970' s, but

"...

adoption is the result of
(1971, p.

101).

a

researchers generally recognize that

sequence of events and not random behavior"

adoption to reBy relating the behaviors of stages of
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spective decision-making points, Rogers and Shoemaker attempted to con-

ceptualize and summarize what they believed to occur in the innovation
process
As for the types of innovation characteristics cited in the 1961

edition (relative advantage, compatibility, complexity, divisibility
and communicability), these researchers renamed the last two as trial

ibility and observability (1971,

p.

158).

In

-

addition, they cited

three other factors which were found to influence the adoption or re-

These were:

jection of an innovation.

1)

the type of innovation design

--whether it was optional, collective or authoritative,

2)

the kinds of

communication channel s--whether they were mass media or interpersonal,
and 3) the social system into which the innovation was being introduced

--whether it was modern or traditional

Adopter categories,

".

.

.

(1971, p.

158).

the degree to which an individual

is

relatively earlier in adopting new ideas than other members of his social

system" (1971,

p.

180), still

intrigued Rogers.

From an analysis

of 3,000 diffusion documents at their center at Michigan University, he
and Shoemaker proposed several variables which affected these categories.

They included the socio-economic status, personality and communi-

cation behavior of the adopter.

Indeed, most of this second edition

the innodiscussed how these three variables were accounted for within

vation decision process.

This discussion included an analysis, first,

change agent and
of the role of the opinion leader and, then, of the

adopters.

within
Finally, the concept of collective decision-making

groups and within organizations was elaborated.
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In

summary, Rogers and Shoemaker initiated an innovation research

approach that viewed the adoption and institutionalization of an innovation as

a

process incorporating and being affected by all of the

vari ables--stages

,

characteri sties or categories--previ ously cited.

This process included three sequential steps:

innovation,
p.

7).

2)

1)

the invention of the

its diffusion, and 3) the consequences it had (1971,

However, as they state:

As yet there has been no diffusion research designed to
determine the relative contribution of each of the types
that explain an innovation's
of variables shown
When such an inquiry is accomplished,
rate of adoption.
we shall possess a much more adequate basis for planning
and allocating the inputs for diffusion campaigns designed
to speed the rate of adoption (1971, p. 160).
.

Havel ock

.

.

.

One researcher who undertook such research contributed

greatly to the design of diffusion campaigns was Ronald G. Havelock

whose work in 1971 will now be briefly discussed.

Basically, Havelock

examined both theories and practical studies of change and innovation,
organizing them into what he entitled the "linkage" model.

His examin-

ation was applauded for its extensiveness since Havelock and his col-

laborators at the Center for Research on Utilization of Scientific

Knowledge of the University of Michigan reviewed approximately 4,000
sources, half of these current at that time.

Havelock, himself, cites

studies
this rapid expansion of literature on innovation: 50 relevant
in

1954, 500 in 1964, and approximately 8,000 in 1971

(1971, pp.

II-l).

(comparable
Looking at innovation dissemination and utilization

in

an "act of
definition to Rogers' diffusion and adoption concepts) as

into three theocommunication," Havelock organized these 4,000 sources
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retical

categories:

1)

Research, Development and Diffusion, 2) Social

Interaction, and 3) Problem-Solver (1971,

1

1-4)

.

An explanation of

each follows.

The "Research, Development and Diffusion" perspective (R, D and
was based on

a

marketing approach.

D)

Innovations were viewed as "pro-

ducts" to be researched by developers or change agents and then "sold"
to consumers.

Emphasis was placed on the quality of the product and

on the diffusion process by which

of that quality.

a

change agent persuaded the consumer

If one were to diagram or trace the direction of com-

munication within that process, it would initiate from the developer
and lead toward the consumer:
D

> c

.

Based on anthropological and sociological theories, the "Social

Interaction" perspective de-emphasized the quality of the product since
it was already assumed to be of a high degree.

Instead, this approach

focused on the relationships that needed to be developed during the in-

novation process in order that the product be accepted by the adopter.

These relationships formed between the developer and change agent (often different individuals), between the change agent and opinion lead-

ers, and between the opinion leaders and potential adopters.

Each in-

consedividual played an important role in the innovation process and,

quently, affected other personnel.

An action-reaction situation arose

innovation process beand so the direction of communication within the
and back again, always
came two-way, from the developer to the consumer
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through the change agent and the opinion leader:
D

->

CA

->

OL

->

C.

The third perspective, the "Problem Solver," recognized the influ-

ence of the quality of the product and the communication channels but

emphasized the needs of the consumer or adopter more than the previous
two perspectives did.

Innovations were not developed first and then

delivered to the adopter; rather, the adopter's needs or problems were
assessed first and the innovation was researched, developed, evaluated
in

response to those needs or problems.

The change agent's role was to

assist the adopter in assessing his/her needs, in identifying resources,
and in making his/her own decisions about the innovation.

innovation process was

a

Thus, the

cyclical one in which the adopter initiated

and carried out the steps of adoption, tapping into the change agent
as a temporary resource, facilitator or consultant.
in turn,

The change agent,

responded to the needs of the adopter, rather than to those of

the developer (1971, p.

11:5-15).

A diagram of such communication re-

sembles the following:

be valid individually
While these three perspectives were found to

for Havelock, he proposed
each.

a

fourth which synthesized the strengths in

This he named the "Linkage" model.

Basically, it eminated from
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the "Problem Solver" perspective but placed less emphasis on the role

of the adopter as the initiator of change and innovation.

Instead,

emphasis was placed on the links between the adopters and their outside
resources, including the change agents, developers and material resources.

In

addition, Havelock proposed this perspective as the basis

for mass innovation efforts.
In

the "Linkage" perspective, the relationship between the adopter

and the change agent (called the resource person) was reciprocal.

Both

had collaborative roles in initiating the needs assessment, in identi-

fying resources and in evaluating the innovation.

The adopter func-

tioned within his/her own problem-solving setting, calling upon the resource person only when necessary.

The resource person, therefore,

functioned between the adopter and more distant resources seeking information for and giving information to the adopter when called upon.
Various linkages formed between the resource person and other resources,
thus making communication within the innovation process

linked circles (1971,

p.

11-16) as illustrated below.

a

series of
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Having based this "Linkage" model on

a

review of the 4,000 studies,

Havelock concluded that two areas within the model needed more examination than evidenced in the studies.

The first was that of the process

of innovation dissemination, and the second was that of the factors in-

fluencing utilization.

Havelock proposed specific ways of assessing

these areas based on how they were defined and evaluated within each of
the studies.

For example, he noted that most of the studies focused only

part of the dissemination process.

ization studies, few with

.

While this produced massive special-

wholistic approach toward the innovation

simple formula for communication which can be stated as fol-

who says what to whom by what channel to what effect"

'

lows:
p.

a

.

one

Havelock suggested that dissemination be examined as

process evolved.
".

a

on.

11-21).

1

(1971

Future researchers were encouraged by Havelock to examine

the various parts of the dissemination process within the context of
its totality.

Certainly, there are similarities between this approach

to innovation research and that of Katz and Rogers to diffusion re-

search

.

At the same time, however, Havelock found that across studies,

influregardless of their specialization, there were common factors

encing utilization.
3)

These he categorized as

openness, 4) capacity,

(1971, p.

11-20).

relationships.

5)

1)

linkage, 2) structure,

reward, 6) proximity, and 7) synergy

"Linkage," as stated before, included collaborative

or
"Structure" meant the way in which various systems

the developorganizations within the innovation process were ordered—
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er , the change agent, the resource and the adopter systems.

How open

a

system was to change and how it related to other systems were the foci
of the "openness" factor.

The "capability" of those within the process

to find resources, to use them, and to feel

factor.

self-confidence became

a

How often and in what form "rewards" were given influenced the

innovation process as did the access to or proximity of an innovation.
Finally, inherent in all of these were the diversity and number of members or resources within the innovation process--the "synergy" factor
(1971, p.

11-31).

Havelock also added four minor factors: familiarity,

primacy (being the first innovation among others), status, and values
(1971), p.

11-31).

Since these factors were found to be common among

the studies, he considered them to be worthy of further research.'

One would have assumed that the thoroughness and insightfulness of

Havelock's work in 1971 would have created an atmosphere of organized
stability in innovation research.

Not so, for the number of innovation

studies indicating diverse findings increased.

Such studies included

a

number of evaluations of innovative educational programs, giving Western educators first-hand data on prominent innovation theories.

such study in 1974 became

a

One

landmark in the field of education and will

now be discussed as this review of innovation research in the 1970's
conti nues.

Berman and McLaughlin

.

This was the Rand study of the diffusion

of 293 federally funded innovative programs sponsored by the U.S. Of-

fice of Education and coordinated by Paul Berman and Milbrey McLaughlin.
1974 and
The study appeared in an eight volume series published between
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They documented the study's model of educational change, the

1978.

factors influencing the programs, one process for implementing change,
and the actual

findings of the projects' evaluations.

Berman and

McLaughlin took educational innovation research one step further in its
history by analyzing existing theories within the context of empirical
research.

Following is an overview of two of their volumes.

While quick to acknowledge the work of Havelock and other innovation researchers before him, Berman and McLaughlin criticized their

emphasis on pre-adoptive behavior, i.e.
before

a

decision to adopt is made

.

.

".

."

.

.

the behavior of schools

(1974, Vol

.

I,

p.

6).

They

proposed, like Rogers and Shoemaker, that innovation research could not
stop at the adoption stage but had to look clos.ely at what occurred

after

a

decision and action to adopt had been taken.

Did the innova-

tion continue being adopted and become, therefore, implemented and in-

stitutionalized over time?

They found that federally funded efforts

at diffusing innovations gave little evidence of continued institution-

alized change.

A model

of an innovation process which focused on in-

stitutionalization and was accountable to the factors influencing it
was, therefore, necessary.

Berman and McLaughlin proposed such

Their model was based on the hypothesis that there were
three stages in the life of an innovation project:

initiation, when LEA (local education agency) officials
plan projects and decide which ones to support.
when the project confronts the institutional setting and project plans must be translated into
We hypothesize that effective implementation
practice.

implementation

,

a

model.

"...
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requires mutual adaptation between the project as planned
and the institutional setting, in which each must adjust
to the demands of the other.

incorporation

when the innovative practice looses its
'special project’ status and becomes part of the routinized behavior of the district.
In this phase a project
may be continued in whole or part as a result of deliberate district decision, or aspects of the innovation may
be incorporated by individual teachers with or without
formal district support (1975, Vol
5, vii).
,

.

These stages recall Paul Mort's adaptability concept referred to previously.
In

addition to this three-stage model, Berman and McLaughlin con-

tributed to innovation research by proposing three categories of factors which they found to influence the implementation and institution-

alization of their innovative projects.

These were:

1)

the project or

innovation characteri sti cs themselves, 2) the institutional setting into which the innovation was brought, and 3)

system demands surrounding the project.

the federal policies or

Such project characteristics

as the type of innovation, the kinds of resources, the model

of communi-

cation, the decision-making process, the implementation strageties, and
the adopter attitudes were all
the institutional

found to be influential.

The climate of

setting toward change as seen in administrative and

adopter support as well as in the flexibility of the staff to adapt to,
rather than ignore, an innovation were considered.
federal

And, finally, those

regulations by which the projects were managed served as fac-

stage
tors, although minor and generally restricted to the initiation

(1975, Vol.

5,

p.

xi).

theories of preTo summarize, Berman and McLaughlin applied the
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vious researchers to an actual field study of innovative projects.

Un-

like the previously cited studies, they assessed theories within an em-

pirical

research context and found them, in part, to be inappropriate

assumptions.

Their response was to advocate an approach to innovation

research which emphasized the role of adaptation within

a

three-part

This model should be kept in mind as this thesis continues its

model.

survey of innovation research in the 1970'
CBAM.

s.

Writing at the same time as Berman and McLaughlin and also

funded in part by the U.S. Office of Education was

a

group of educators

at the Research and Development Center for Teacher Education at the

University of Texas at Austin.

From 1973 to the present (but based on

research initiated in 1965), Gene Hall, Susan Loucks, Richard Wallace,
A.

A.

George, William Dorsett and William Rutherford with others de-

veloped and refined

a

specialized approach to innovation research en-

titled the Concerns-Based Adoption Model, hereafter referred to as
Focusing, like Rogers, on the actual adopter, their model has

CBAM.

been widely used for studies of educational

innovations in the U.S. A.

fieldIt also provided some of the research instruments used in the

based research of this study.

Because of its popularity in and rele-

elaborate on
vance to innovation research, the following sections will
the CBAM theory and research methodology.

was
Hall, Wallace and Dorsett (1973) claimed that the CBAM
".

.

.

eclectic.

as processes

It uses concepts from Linkage as well

and from the
from the Research, Development and Diffusion Perspective

Problem-Sol ver Perspective" (1973,

p.

4).

Like the R,

D

and D model,
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it assumed that the

innovation was, in and of itself, beneficial and,

like the Linkage model, it emphasized the relationships between the external change or resource agency and adopter.

proach the innovation process from

a

However, it did not ap-

systems or organizational view-

point, for it conceived of the individual adopter (and the collection
of many individual adopters) as the basic and key factor to adoption.

With this emphasis on the individual adopter, two methods were de-

veloped in 1973 by which adopter reactions to innovations could be assessed; one focusing on adopter concerns, the other on adopter behavMuch of the study of adopter concerns was credited to research

iors.

done by Francis Fuller (1969) who hypothesized that student-teachers,

when learning how to teach, passed through

a

series of concern stages.

She later summarized these concerns into three categories: concerns

about self--"Do
I

I

really know what to do?"; concerns about task--"Am

teaching correctly?"; and concerns about impact--"Do

students?" (Fuller, 1974,

p.

40).

Hall

et al

.

I

affect my

(1973) proposed that

teachers confronted with innovations shared these same sequential concerns.

The three categories were expanded by the CBAM educators into

seven "Stages of Concern" and were extensively field-tested as to their

reliability and validity.

By 1977, these initial

seven were refined

and became: awareness, informational, personal, management, conse-

quences, collaboration, and refocusing (Hall, George and Rutherford,
1977, 1st Edition).

These stages are defined in detail in Chapter

IV.

by CBAM
The adopter's second reaction to an innovation as assessed

was his/her behavior or usage.

Hall

et al

.

hypothesized that as the
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concerns for an innovation proceeded through
did one's "Level of Use."

a

series, so comparably

Explicitly stated, as familiarity through

experience with an innovation increased, so did one's use.

Again,

after extensive field testing, the CBAM researchers proposed eight
"Levels of Use": non-use, orientation, preparation, mechanical use,

routine, refinement, integration, and renewal

Newlove, 1975).

(Hall, Rutherford, and

A detailed description of these is also found in Chap-

ter IV.

Recognizing the CBAM's particular focus on the individual adopter's
concerns and use,

a

question arises as to how this model accounted for

the systems -oriented view of innovation which included external
Hall

ages and organizational or systemic effects.

link-

acknowledged the

value of this question and responded by stating four assumptions inherent within the CBAM theory.

process, not an event

.

.

."

First, innovation adoption was

"...

a

(1973, p. 28) and, as such, the adopter

moved from one state of adoption to another requiring "internal" and
"external" systemic assistance along the way.

Secondly, teachers' con-

cerns and use vary--within each teacher and between teachers--necessi

tating, therefore, an innovation process in which the management of the

process was accountable to such variance.
could better facilitate the total

Finally, change agencies

innovation process when they under-

stood these levels and stages of variations.

From these assumptions,

organizations and
then, it may be inferred that according to the CBAM,
the beliefs and aclinkages were considered of secondary importance to

respond to the
tions of individual adopters and that systems must
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adopters rather than stand isolated from them or insensitively control
them (1979, pp. 2-3).
Hall

continued to respond to, but de-emphasize

,

the systems ap-

proach when he discussed the concept of institutionalization.

He

stated that the adoption of an innovation by an entire institution still

depended solely on the summative actions and concerns of adopters.
When

a

majority of individuals within an organization had resolved

their concerns up to and including the Management Stage and were using
the innovation as originally defined at

a

tionalization had occurred (Hall, 1979,

p.

Routine Level, then institu22).

Hall

summarized the

CBAM's commitment to its adopter-centered approach by saying:
a

"Without

change in individuals, it is not likely that an organization will be

able to initiate, maintain or institutionalize change" (1979, p. 3).

These models and researchers of the 1970'

s

discussed so far have

been quite specialized in their research of innovation: Rogers and

Shoemaker on stages of adoption, innovation decision process and innovation characteri sti cs

;

Havelock on the linkages within innovation dis-

semination and utilization; Berman and McLaughlin on the initiation,

implementation and continuation stages of innovation adaptation; and
Hall et al.

on the adopter's concerns and use.

More recently, these

same researchers have begun to examine an additional aspect of innovaof
tion, that of the role of the change agent and his/her strategies

change (Havelock, 1973; Berman and McLaughlin, 1978, Vol
final

.

8).

The

research
researcher to be discussed in this review of innovation

literature of the 1970's continuously focused on this aspect.

A brief
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summary of his work follows.
Li

ndqui st

.

Jack Lindquist (1978, 1979), like Havelock, Berman and

McLaughlin, acknowledged the three basic approaches to innovation research: Research, Development and Diffusion; Social

Problem-Solver.

Interaction; and

Lindquist added two more, though, upon which he based

his theories of change agent strategies.

The first he entitled the "Political" approach in which power was
the motivating influence for change (1978, p. 7).

Within this approach,

Lindquist advocated that the success of the innovation process was often determined by how much ownership individual adopters felt they had

The change agent, therefore, had to act as

of this very process.

mediator or facilitator of change, being highly skilled

in

a

interperson-

These skills would assist him/her

al

relations and conflict resolution.

in

carrying out the primary task of involving the adopters in their own

needs'

assessment, their own evaluation and selection of innovations,

their own planning of training and implementation procedures, and their
won adoption or adaption of the innovation.
in

While performing this task

collaboration with the adopters, the agent had also to assess the re-

sources and constraints affecting the innovation process and to keep

communication channels open between all concerned.
In

addition to the "Political" model, Lindquist offered another

which synthesized his first and those of Havelock, Berman and McLaughlin.
This he entitled the "Adaptive" model
a

local

development,

.

.

.

"...

because planned change is

one which is stimulated and guided by the

of new ones
adaption of external innovations rather than the invention
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Lindquist confirmed his commitment to this model in

(1978, p. 223).

his 1979 publication when he stated:

Researchers find that they (adopters) adapt rather than
The difference between those
adopt existing innovations.
two little words makes a revolution in thinking about how
to increase the impact of model programs (1979, introduction).
Based on this model, Lindquist and Havelock joined in 1979 to propose seven functions or strategies that change agents could follow:

Function
Function

2:

Function

3:

Function

4:

Function

5:

1:

Functi on 6:

Function

7:

Functi on 8:

Arousal and Articulation of Audience Needs
Communicating Needs to the Research and Development Community
Designing with Audience the Relevant Research
Devel opment
Scientific Problem-Solving in which Change
Agents and Adopters Utilize Research Findings
to Solve Needs
Development of Models for Practical Use Involving Adopters
Dissemination of New Models
Insuring the Use of Dissemination Models by
Increased Ownership on Part of Adopters and
Adaptation on Innovation
Adopter Problem-Solving in which Change Agent
Ceases to Facilitate while Adopters do (1979,
pp.

8-16).

innovation
Such an emphasis on power and the change agent's role in the
as well
process has influenced current research designs on innovation
as

where
implementation strategies particularly in developing countries

between traditions
the change process is so emersed in confrontations
cultures, and between
and new ideas, between individuals of different
the empowered and the powerless.

1960-1980
Summary of research on innovations during

.

This second sec

various theories and modtion of the chapter has attempted to review
those prominent from 1960 to 1980
els of innovation representative of
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It is obvious that there are many and that they are diverse in their

foci.

The semantics of their specializations which often create their

distinctiveness from each other should not, however, conceal their basic similarities.
as new to adopters.

All

view innovation as an idea or product perceived

And, an adopter is always an adopter.

Where the

language bewilders is in describing the innovation process itself, and

clarity may be assisted in both summarizing and comparing briefly these
theories and their models.
First, each recognized that the acceptance of an innovation took
time.
p.

said, it was

As Hall

28).

"...

process, not an event

a

Within that process, however

,

.

.

."

(1973,

some of our researchers either

agreed or disagreed depending on which of its three parts they focused:

adopting, implementation or institutionalization.

Rogers (1969), Katz,

Miles and Hall focused on adoption; Rogers and Shoemaker (1971),

Havelock, Berman and McLaughlin, and Lindquist on implementation; and
none, actual ly
In

,

on institutionalization.

their focus on adoption, Rogers, Katz, Miles and Hall all rec-

ognized that adopters progressed through various stages in deciding
about innovations.

Rogers (1969) proposed five: awareness, interest,

evaluation, trial, and adoption.

Hall

suggested that there were two

separate yet parallel stages: seven concerns and eight levels of use.
In contrast,

Katz and Miles emphasized the diffusion process which

adopted.
they felt influenced whether or not an innovation was

Both

communication,
questioned the influence of interpersonal channels of
actual culture or social
the characteristics of an innovation, and the
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system of the adopters.
Regarding the implementation of an innovation, Rogers and Shoe-

maker (1971), Havelock, Berman and McLaughlin, and Lindquist based
their views on

a

process of decision-making.

Each focused on the com-

munication channels and the social system environment which he felt influenced that decision-making.

Rogers and Shoemaker proposed two sep-

arate lines of communication; one going from the innovation developer
to the change agent, the other going from the change agent to the adopter.

Havelock saw communication between the adopter and change agent as

two-way linkages and, likewise, between the change agent and resource
systems.

Berman and McLaughlin paralleled Lindquist in their view that

innovation implementation was determined by the ability of the change
agent and adopters to respect each other, to function well within po-

litically determined situations, and to accept that innovations may be
adapted rather than adopted.

This summary demonstrates both the di-

versity and similarity within the area of innovation research and suggests that

a

comprehensive theory and model

A Comprehensive Model:

is

timely.

The Wholistic Approach

Having now been bombarded with the numerous theories, concepts,
1960 to 1980,
models and approaches dominating innovation research from

how can and why should one more be proposed?

Shouldn't the field of

the differences
innovation research continue its diverse paths so that

and then proven or
among theories may become more distinct, measurable,

disgarded?

research on innoThat, certainly, would assist in refining
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vation.

without

the meantime, however, innovations would continue to fail

In
a

theory and method by which educational researchers and plan-

ners could assess simultaneously all the aspects of the innovation process which influence that failure.

Such

missing from current innovation research.

a

total

approach is sorely

The final section of this

chapter which now follows is this researcher's attempt at developing
just such

theory and model.

a

The Whol istic Model
ual

.

In

wholistic medicine, the health of an individ-

depends upon the ability of each body part to work successfully,

independent from yet in collaboration with other body parts.
that an innovation is successful

in

In

order

being adopted and institutional-

ized, each aspect or part within the innovation process must be

"healthy," in and of itself and in collaboration with the other parts.

Over and over again, the forementi oned innovation researchers have

stressed the importance of their own foci but have also admitted, after
the fact, that other foci need to be considered.

The model now sug-

gested accounts for all the major parts within the innovation process
and is entitled the Wholistic Innovation Model.

The model

is the cor-

the
nerstone of this thesis' conceptual and practical approach used in

present study of innovation.

Background

.

previousBased generally on the works of those researchers

current work of William
ly reviewed and supported specifically by the

Wolf (1979), the Wholistic model views innovation as

a

process over

the "health" of four.
time which is influenced, if not determined, by
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interdependent parts within the process: the innovation itself, the
adopter, the innovation process strategies, and the social system environment.

If any one of these is not supporting the innovation's pro-

gress but rather is inhibiting it, then the likelihood of an institu-

tionalized innovation is minimal.
This model therefore, proposes innovation research which examines

simultaneously and cooperatively each of these four parts.
ing at what the innovation characteristics are,

a

While look-

researcher should

also be examining how an adopter is reacting to them.

Does the inno-

vation have characteristics which enable it to be accepted by the

adopter, to be supported by the social system, and to be implemented

appropriately through change strategies?

Does the adopter have charac-

teristics which enable him/her to be receptive to the innovation, to
be amenable to the change strategies, and to be supported by the social

system?

What has the change agent and his/her strategies done to pre-

pare, train, and assist the adopter; to evalute the innovation itself;
and to recognize the constraints and resources within the social system?
And, finally, what has the social system (institutionally or culturally)

provided to the adopter and change agent as support during the innovation initiation, implementation and institutionalization phases?

Many

more questions may be asked about each of these elements to demonstrate
their interrelatedness and the significance of

accounts for that interdependency.
tion of the model

others

Figure

3

a

Wholistic model which

presents

a

graphic depic-

including each part and the lines interrelating it to

77

Figure

3.

The Wholistic Model
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evident that the findings of those innovation researchers

It is

cited in this review have influenced the elements in this model.

For

example, Rogers studied the various characteristics of the innovation
which influenced the innovation process as well as the adopter categories and stages.

Hall

focused, too, on the adopter, his/her concerns

and levels of use, and the characteristics of innovations.

Havelock

and Lindquist examined at length the strategies of change agents while

Lindquist and Berman and McLaughlin focused on the social system within

which those change agents worked.
In

addition, though, another researcher, William Wolf, assisted in

the formation of the Wholistic model by confirming the validity of

need for

a

comprehensive. approach.

a

He had reacted to previous research

on innovation by stating:

Even
Social change theory is more hope than substance.
archives
social
science
saturated
scholars
have
though
with change theories, models, and configurations, which
are supposed to have predictive utility, none survive
Neither the speculative and amorpractical applications.
change nor the quasiof
social
theories
grand
phous
experimental contemporary theories of social change provide the kinds of blueprints needed by persons who are involved with change enterprise (1981, p. 4).

Wolf proposed

a

configuration which included

".

.

.

the important

ingredients needed to successfully expedite diffusion/utilization tasks
(1981, p.

15).

This configuration consisted of three parts: classes of

variables, classes of processes, and outcomes (as shown in Figure
(1981,

p.

4)

18).

Wolf's differentiation between the characteristics of the linkage
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agent and the linkage strategy did not seem appropriate to this researcher.

To draw

a

line between an individual's thoughts or personal-

ity and his/her actions seemed impossible.

Since the change agent is

often seen as representati ve of the resource systems and developer system which promote the innovation, again, the agent and change strategies cannot be so easily separated.

In the

Wholistic Model, the two

classes were joined, causing the linkage or change strategies to become

variables rather than processes.

Finally, considering the setting of

innovations, particularly in developing countries, the conditions for
change are often manifest in the social system within which the innovation is being promoted.

For this reason, the variable entitled "condi-

tions for change". became the Wholistic element of "social system."
this way,

a

modified version of Wolf's configuration assisted

in

In

the

refinement of the Wholistic Innovation Model approach to innovation research used in this study.
In the next chapter, the Wholistic Model

will

be applied to the

research design used in the field study of this thesis.

CHAPTER

III

THE DESIGN OF THE FIELD STUDY

Based on the previous chapter's survey of literature on current

teacher training innovations in developing countries and on innovation
research, this chapter presents the design of the present investigaAs an exploratory study based on the two research questions pro-

tion.

posed in Chapter

novation at

I,

a

teacher training institution of

a

This chapter discusses
2)

case study format was used to investigate one in-

1)

a

developing country.

site, innovation and data source selection,

the researcher's role, 3) research instruments, and 4) data collec-

tion and methods of analysis.

Site, Innovation and Data Source Selection

The site chosen for this study was the National Teacher Training

Site.

College of Lesotho, located in Maseru the capital of Lesotho, Southern
Africa.

Founded in 1975 through

a

joint effort between the government

of Lesotho and various international

donor agencies, N.T.T.C. initially

was committed to using both traditional and innovative teaching practices.

In the college's

1981

brochure, this commitment was reconfirmed.

As a teacher training college in a developing country,
the N.T.T.C. cannot afford to be extravagant or irrelethe college employs many time-tested methods
vant
inof teacher education as well as newer methodological
wealth
A
novations adapted to the college's program.
[sicj
of personnel resources and physical resources have
deexperiments
and
to engage in projects
.

.

.

been gathered
thought
signed to improve current and future educational
and practice in Lesotho (1981, p. 3).
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N.T.T.C.'s inception was also committed to ensuring

.

.

national

unity and centralization in the sphere of education and elsewhere" (2D,
p.

1), for it replaced the seven, former teacher training institutions

sponsored by Lesotho's three national religions: Roman Catholic,
Lesotho Evangelical, and Anglican.
Since 1975, N.T.T.C. had grown from an original staff of 16 to one
of 65:

61

lecturers and 4 administrators

(2

of whom administered the

In-Service and Internship programs respectively).

The original student

population had increased from 79 to approximately 1,450: 1,025

in

the

pre-service program which offered Primary, Advanced Primary and Secondary certificates and 425 in the in-service program which offered seven

professional certificates to teachers already in the field.

Because Lesotho was

a

developing country, because its National

Teacher Training College demonstrated an historical and current commitment to innovations, and because the Ministry of Education and College

administrators agreed to participate in this research, N.T.T.C. was
seen as an appropriate case-study site.

Choice of innovation

.

From an initial survey of N.T.T.C.'s historical

documents read by the researcher before arriving at the site, it was

evident that

a

number of innovations were on record.

These included

a

three-part classroom teaching structure (1-one hour lecture, 1-two hour
discussion, and 1-two hour per subject practicum per week), microteaching, self-instructional materials, an internship year, subject
area kits,

a

learning fair, continuous assessment evaluations, and

a
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test-item bank.
After arriving at N.T.T.C., interviewing faculty and administrators, and reviewing more documents, this researcher chose one of these

innovations based upon the fact that it was given

a

common definition

by interviewees, its visibility within the institution, and its recog-

nition by N.T.T.C. staff and documents as an "innovation."

Self-

instructional materials (SIMs) met these three criteria and were, sub-

seqeuntly, chosen as the innovation upon which the case study would foA sample SIM published at N.T.T.C.

cus.

is

found in Appendix A, and

a

sample of those topics covered by SIMs and available at the time of the
study is included as part of the SIMs Report Sheet in Appendix

Subjects and sources

.

B.

To identify the subjects and sources in this de-

sign, the researcher referred to the four elements of the Wholistic
Model

presented in Chapter II: the innovation, adopter, innovation pro-

cess, and social

system.

These provided the criteria by which subjects

and sources were then selected.

(Table

1

categorizes the various

sources, instruments and analyses guides used in designing this study
and, as such, may be helpful

reference to the reader in pursuing the

rest of this chapter.)
:

innovaSince the lecturers of N.T.T.C. were the adopters of the

tion, all were identified as subjects.

Denzin refers to this method of

sampling as the "saturation sample" (Denzin, 1970,

sentative of the j^cia4.-system,

4 of the 6

p.

94).

As repre-

administrators of N.T.T.C

Board of Governors
were chosen in addition to several members of the
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TABLE

1

Composite of Sources, Methods/ Instruments and
Analyses Guides for the Two Research Questions

Instruments/Methods

Sources

What

1.

is

Analyses Guides

the institutionalization level of SIMs at N.T.T.,C?

Indicators of Institutional ization:
57 Faculty

Loll

Interview
Configuration Pattern
Checklist

Level of Use

57 Faculty

SoC Questionnaire

Concerns

Social System Support
Checkl ist/Interview
SoC Questionnaire

Social System Support

Documentary Review

Social System Support

3

3

3

1

IMRC Staff
Administrators
Board of Governors'
Members
Ministry Representative

Documents of 1981-1982

What are the factors influencing the institutionalization level of SIMs
at N.T.T.C.?

2.

Sensitizinq Concepts
LoU Interview
SoC Questionnaire
Factors Interview

Adopter Characteristics

Administrators
Board of Governors'
Members
Ministry Representative
IMRC Staff

Social System Support

Social

Change Agents
Original Adopters/Devel
Permanent Secretary
1
5 Board of Governors'
Members
4 Administrators
4 IMRC Staff

Historical Interview/
Questionnaire

Innovation Process

11

300 Third-Year N.T.T.C.

Student Questionnaire

Innovation Characteristics

Students
199 SIMs

SIMs Report Sheet

44 Sets of Documents

Documentary Review

57 Faculty

4
5

1

3
2

System Support

Interview

Innovation Characteristics
Innovation Process
Social System Support
Adopter
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for N.T.T.C.

,

one representati ve of the Ministry of Education, and all

of the Instructional Materials Resource Center (I.M.R.C.) editorial
staff.

Three-hundred of the third-year students were chosen to supple-

ment data from the lecturers.
Original change agents and developers, no longer at N.T.T.C. nor

living in Lesotho, were chosen and contacted via correspondence.

How-

ever, various original adopters were still resident and were identified
to provide data on the initial

change strategies by which the innova-

tion was introduced and implemented.

Finally, documents including

memos, reports and minutes from faculty, department and committee meetings dating from 1972 to the spring of 1982 provided extensive data on

both research questions.

pendix

C.

Appendix

D

A list of these documents may be found in Ap-

summarizes in detail the number and type of

sources
It must be noted that there was a discrepency between identified

and utilized subjects due to the reaction by some individuals when

asked to participate in this study.

Two of the sources identified orig-

inally as lecturers considered themselves as administrators of special
programs: one of the Internship Program and the other of the In-Service
Program.

They did not feel, therefore, that they could comment on

their own level of use of SIMs but, instead, on factors influencing
others'

use.

A third lecturer refused to be interviewed.

A fourth

stated that, as an audio-visual technician outside of the classroom, he
did not interact at all with SIMs.

selection of
It also must be stated as concluding remarks on the
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subjects and sources that while they were chosen according to their relation to one particular category within the Wholistic Model, the data

which they contributed spanned all categories.

In

addition, it became

evident that two distinct subject populations had emerged: lecturer and
non-lecturer.

The former included the faculty of N.T.T.C. who repre-

sented the adopter category; the latter included admi
try representati ves

,

I.M.R.C.

ni

strators

,

Minis-

staff, original change agents and adopt-

ers who represented the innovation process and social system categories.

The terms lecturer and non-lecturer will be used extensively in the

rest of this thesis.

Researcher Role

The researcher role chosen for this study was based on the works
of M. Q. Patton (1980) and Norman Denzin (1970).

They described four

roles: complete participant, participation as observer, observer as

participant, and complete observer.
gree of membership and overtness

a

Each was dependent upon the de-

researcher adopted during the data

collection process.
This researcher decided to take on the third role of observer as

participant in which she announced her role as observer and participated in the institution as

a

volunteer within one academic department.

This role gave the researcher direct access not only to the documentary
of
resources within the college but also to the personal experiences

those individuals confronted with the innovation.

It also gave her a

members, for she
sense of credibility in the eyes of the institutional
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was considered as one of the lecturers, not as

a

researcher.

Finally,

this role assisted the researcher in experiencing for herself, some of
the external and internal

forces at the college which were affecting

the workload and morale of the lecturers.

Instruments

Based on the innovation research described in Chapter II, various

instruments were chosen to identify, first, the institutionalization
level

of SIMs and, secondly, the factors influencing that level.

study drew heavily from the CBAM research of Hall et

al

.

This

(1973, 1977,

1979) and from the qualitative research of Patton (1980) and Denzin

(1970).

Following are the identification, description and sample cop-

ies of those instruments.

In dicators of

institutionalization

.

In

order to identify the instru-

ments appropriate to this study, measurable indicators of institution-

alization first were defined.
tion Model

Research within the Concerns Based Adop-

(CBAM) offered three such indicators: 1) the resolution of

certain concerns on the part of the user,

2)

ticular level of use of the innovation, and

the acquisition of
3)

par-

a

use at that level of an

acceptable configuration of the innovation (Hall, 1979,

p.

22).

While

of innovathese indicators accounted for the Wholistic Model elements

account for the sotion, adopter and innovation process, they did no^
cial

system element.

Thus,

a

fourth indicator was added to the defini-

system support.
tion of institutionalization in the form of social

The
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instruments described next were chosen or designed to assess these indi

cators

Stages of concern questionnaire

The Stages of Concern (SoC) Question-

.

naire used in this field study was based, theoretically, on research by

Francis Fuller (1969, 1974) regarding teachers' concerns and, practically, on the innovation studies of CBAM researchers Hall, Wallace and

Dorsett (1973).

In

1974, an initial questionnaire of 195 items was

pilot-tested, and the present 35 item questionnaire was finalized
shortly thereafter (Hall, George, Rutherford, 1979).
This questionnaire was designed to elicit responses from teachers
as to their concerns about a particular innovation.

statement of concern, respondents were to identify on
how true the statement was for them.

Given
a

a

short

Likert scale*

A copy of the Stages of Concern

The definition of each

Questionnaire may be found in Appendix E-l.

stage is found in Chapter IV within the analysis discussion.

Reliability and validity of this instrument have been tested by
the CBAM researchers.

and

a

of 1974,

a

test of 830 individuals

from
retest of 132 of these 830 demonstrated correlations ranging

.65 on Stage 0 to
p.

In the Fall

11).

.86 on Stage

1

(Hall, George, Rutherford, 1979,

it
The validity of the questionnaire as to whether or not

measure since
identified specific and separate stages was difficult to
it could be comthere were no other measures of concern with which

pared.

questionnaires
However, interviews with judges and self-report

from the SoC Questionproduced data which was then compared with data
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naire.

Significant correlations were found for Stages

and non-significant but high correlations for Stages 0,

1,
2

3, 4 and 6

and

(Hall,

5

George, Rutherford, 1979,

p.

Levels of use interview

The Levels of Use (LoU) Interview also de-

.

15).

veloped from research completed by the CBAM educators (Loucks, Newlove,
Hall, 1975).

Its

intent was to determine the level of use at which

respondent was currently functioning in regard to an innovation.

a

By

asking one of three sets of branching questions determined by an interviewee's initial responses,

a

researcher could collect data on the use,

non-use or former use of respondents.
format is found in Appendix E-2 and

a

An overview of this branching

sample interview is found in Ap-

pendix E-3.
The reliability and validity of this instrument was also tested by
the CBAM researchers when they

"...

conducted more than 3,000 inter-

views with twelve different innovations" (Hall, 1979, p. 6).

Inter-

rater reliability resulted in coefficients ranging from .87 to .96, and
a

two-year validity study

tween ratings

..."

"...

resulted in correlations of .98 be-

given by the LoU raters and by ethnographers who

had spent time observing those individuals interviewed on the LoU (Hall,

1979, p. 7; Hall

Configuration

and Loucks, 1977, p. 5).

pattern

checklist

.

The Configuration Pattern Checklist

was used in order to determine if, indeed, the innovation in question
as
(SIMs) currently contained the same components or characteristics

had been originally designed.

Based on the CBAM recommendation that
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both developers and present users of the innovation be questioned about
the original components, the SIMs Checklist was developed only after

the investigator had contacted those individuals and had conducted

thorough historical documentary review.

a

Appendix E-4 displays the Con-

figuration Pattern Checklist developed for this field study.

Social

system support checklist

Having defined social system support

.

as the financial, personnel, material, training and personal

provided for SIMs by the social system,

a

support

checklist was developed to

guide the investigator in collecting data from interviews, questionnaires conducted through correspondence, and documents reviewed.

This

checklist listed key indicators of financial, personnel, etc., commitment upon which sources would comment.

A copy of the checklist is

found in Appendix E-5.

Supporting instruments

.

Because all of the previous instruments were

self-reporting ones, two additional instruments were employed for crosschecking purposes:

a

Student Questionnaire and

a

SIMs Report Sheet.

The Student Questionnaire was designed to determine in which sub-

jects, how often and when students of lecturers at N.T.T.C. stated they
had been taught through SIMs.

In

order to be clear that the term SIMs

them to
was understood by the students, the Questionnaire first asked

define it.

Appendix E-6 contains this questionnaire.

The SIMs Report Sheet was

a

originally proposed for inclusion

table itemizing the various sections
in

SIMs themselves and the number of

study.
copies of each SIM available at the time of this

Also included
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were items on the dates of publication, revision and pre-testing.

A

copy of the Report Sheet is found in Appendix

B.

Factors influencing institutionalization

order to measure the fac-

.

In

tors influencing the institutionalization level of SIMs, three instru-

ments were developed based upon qualitative research methods.
three were: the Factors Interview, the Historical
naire, and the Documentary Checklist.

These

Interview/Question-

Following is

a

description of

each.

Factors interview

.

As advocated by M. Q. Patton (1980, pp. 203-

207), qualitative research is designed to understand social phenomena
and not to predict it.

vestigator accordingly.

The Factors Interview was designed by this inThe format reflected Norman Denzin's work on

qualitative interviewing in which

a

combination of standard and non-

standard questions was recommended (Denzin, 1970, pp. 123-138).
The Factors Interview, therefore, included 12 standard questions
and various non-standard questions which were asked as probes.

The

first three standard questions were designed according to the "phenomDavid
enological" approach of interviewing promoted by Earl Sideman and

Shuman (Sideman, 1982; Shuman, 1983).

These open-ended questions in-

expertended to assist the interviewee in relating his/her subjective

iences with the innovation (Sideman, 1982,

factors could then be identified.

p.

2)

from which implied

The probing, non-standard questions

were not clear or afarose when responses to the standard questions

forded elaboration.
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The nine standard questions which followed these first three fo-

cused on explicit factors influencing the respondent's use or non-use
of SIMs.

Beginning with one open-ended question about what the respon-

dents felt influenced their use, the interview continued with seven,

closed-ended questions requiring

a

"yes" or "no" response as to the in-

fluence of seven specific factors.

The final question again asked for

the respondent's general, open-ended opinion on any factors not yet

mentioned.

Appendix E-7 presents the twelve standard questions on the

Factors Interview.
The historical

interview/questionnaire

.

The Historical

Interview/

Questionnaire was designed to elicit data on the original plans, development, implementation and evaluation of the innovation.

Three

standard questions were asked and, according to subject responses additional probing questions were interspersed.

These three standard ques-

tions and examples of commonly asked non-standard probes may be found
in Appendix E-8.

Supporting instruments

.

It was found, as the research progressed,

Interview
that the Stages of Concern Questionnaire, the Levels of Use
and the Social

System Support Interviews also provided data on the fac-

tors influencing the institutionalization level of SIMs.

reviews also played

a

Documentary

prominent role in collecting data on factors, but

no instrument per se was developed.

The researcher relied, instead, on

standard questions in the
the Social System Support Checklist and the

Historical

Interview/Questionnaire as guides for data collection.
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Data Collection Methods

Each of the forementi oned instruments was used by the researcher
in collecting data from sources

identified in Table

1.

Following is

a

description of how those instruments were specifically used within the
larger context of conducting research at N.T.T.C.
Table

1

Again, reference to

may assist the reader.

The methods of data collection described in this section are in-

tentionally numerous and diverse.

Norman Denzin (1970) stated in his

study of data collection methods that

a

"triangul ation" of methods as-

sisted in verifying and embellishing data analyses.

The more diverse

the methods and sources, the more reliable and valid the data would be.
Due to the fact that this study was exploratory and that the intent was
to see through the eyes of the informants, this researcher faithfully

used the triangul ation approach in her methods of data collection.

Entry and innovation selection

.

Upon arrival at the site, this re-

searcher began her entry by being introduced to the college administrators and faculty within the department to which she was assigned as
a

guest lecturer.

A memo from the

Director's office was sent to all

staff, announcing her purpose and requesting full cooperation.
Entry continued for the first month as the researcher introduced

herself to other lecturers, perused departmental and committee reports,
and taught classes.

Various, and numerous, casual conversations in con-

N.T.T.C.
junction with documentary reviews focused her investigation of

sessions
innovations on two: experiential learning within the practicum
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of weekly classes and self-instructional materials (SIMs).

For the rea-

sons stated in the previous section, SIMs were chosen for this study.

Configuration pattern identification

Having chosen SIMs, the research-

.

er then began to investigate them so that

Checklist could be constructed.

a

Configuration Pattern

This Checklist (as described in the

previous section) was developed by following

a

"configuration

identification method advocated by CBAM research.

pattern"

The method included

the following steps:
1.

Ask developer and facilitators (that is, the initial

change agents and implementers) for essential innovation components;
small number of users;

2.

Interview and/or observe

3.

Develop interview questions; interview

a

a

large number

of users;

checklist and complete for each user;

4.

Construct

5.

Analyze checklist data to identify dominant configura-

a

tions (Hall and Loucks, 1978, p. 24).
on
The researcher combined steps one and two and depended heavily

and dedocumentary resources since many of the original change agents

velopers were no longer living in Lesotho.

The checklist components

through interwere initially cited from the documents, then verified
by the responses of
views with initial adopters and, finally, confirmed

questions on
four original change agents and developers to
naire designed from the Configuration

Checklist.

a

question-
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Adopter data collection

.

Having completed the entry, identified SIMs

as the innovation to be examined, and constructed the SIMs Configura-

tion Pattern Checklist, the researcher proceeded to ask N.T.T.C. faculty and administrators about their willingness to participate in this

The purpose of the study and source anonymity were explained.

study.

Upon agreement by the subjects, interview schedules were set up alloting approximately an hour per interview per respondent.

Each of the 59 lecturers (two of whom were reclassified as admin-

istrators after their interviews) was treated similarly by the researcher in being given the same three sets of data collection instruments:
the Level of Use Interview in combination with the Configuration Pat-

tern Checklist, the Factors Interview, and the Stages of Concern Ques-

tionnaire.

Within the alloted hour, the researcher began by explaining

the purpose of the interview, the informant's anonymity and the basic

procedure for each instrument.

Each informant was then asked if he/she

were currently using SIMs in his/her classroom teaching.
was

If the answer

assure
"yes," the Configuration Pattern Checklist was employed to

an accurate definition and appropriate use of SIMs.

Following this,

and the Stages of Conthe Level of Use Interview, the Factors Interview

cern Questionnaire were conducted.

All

of the lecturerers gave permis-

sion for the taping of their interviews.

Social

system support-innovation process

the N.T.T.C.

.

In

addition to interviewing

of SIMs, this
lecturers on their concerns about the use

researcher individually interviewed non-lecturers

:

the admini strators
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of N.T.T.C., representative members of the College's Board of Gover-

nors, the Permanent Secretary of the Ministry of Education, and IMRC

editorial staff by using the Social System Support Checklist guide, the

Stages of Concern Questionnaire, and the Historical

Interview.

During

these interviews, responses were recorded simultaneously by the researcher.

Each interview took approximately one hour.

Seven original adopters were also interviewed using the Historical
Interview.

This interview subsequently was written in

a

questionnaire

format and sent to those original change agents and developers who had
left Lesotho.

All

of the five responded with completed questionnaires.

Innovation data collection

.

Each of the methods already mentioned in

this section was used to collect data on SIMs (their strengths, weak-

nesses, usage and history) from sources other than SIMs themselves.
One additional method, however, was employed to collect data directly

from the SIMs as to their design and content.

This entailed

a

comple-

tion of the SIMs Report Sheet for each SIM.

Throughout the data collection period, the researcher would spend
SIMs and
time in N.T.T.C.'s library, reading each of the available

SIM were availchecking off on the Report Sheet how many copies of each

were evident within
able and which of the originally planned components
each.

published but were
The researcher also read SIMs which had been

in the archives of the
missing from the library shelves and were stored

IMRC.

SIMs Report Sheet.
These, too, were assessed according to the
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Supporting data collection methods
Documents

.

.

From the first day at the field site the researcher

was continuously engaged in

review of the numerous documents present

a

Guided by the Social System Support

within the N.T.T.C. archives.

Interview questions, she kept

Checklist and the Historical

a

field note

file of all documents reviewed or obtained in the original.

Third year students

.

Toward the end of the field-site visit, the

researcher requested permission from the department chairperson with

whom she was working to give

a

questionnaire to all Third Year students.

Permission was granted and during

a

lecture at which 300 of the 310

students were present, the Student Questionnaire was completed.

Data Analysis

Two general types of data analysis were conducted in this study:

quantitative and qualitative.

Quantitative measures were employed on

most of the data identifying the institutionalization level of SIMs,
factors inwhereas qualitative measures were used on data indicating

fluencing that level.

The following discussion is divided, therefore,

analysis and one on
into two sections; one on the institutionalization
the analysis of factors.

Institutionalization level

.

Data collected from three instruments were

level of SIMs.
analyzed in order to identify the institutionalization

was defined by the concerns,
Since institutionalization in this study
use and social

data sources.
system support demonstrated by numerous
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these three instruments were the Stages of Concern Questionnaire, the
Levels of Use Interview which included the Configuration Pattern Checklist, and the Social System Support Checklist/Interview.

A description

of how data from each of these instruments were analyzed now follows.

Stages of concern

Rutherford, 1979,

A "Quick Scoring Device"

.

(Hall, George,

115) developed by CBAM researchers for the SoC

p.

questionnaire enabled this researcher to compute

1)

on each respondent's answers to the 35 items, 2)

a

a

raw score based

raw score for each

of the Stages 0-6, and 3) an SoC profile for each respondent.

Appendix

E-9 displays a copy of this device.

For interpreting the Stages of Concern profiles, the CBAM litera-

ture suggested four steps:
1.

2.
3.

4.

Establish a Wholistic Perspective
Look at High and Low Stage Scores
Look at Individual Item Responses
Look at the Total Score (Hall, George, and
Rutherford, 1979, p. 53).

profile
As the CBAM suggested, this researcher completed the SoC
on each informant,

identified the primary concern stages for each, and,

all rethen, combined the total number of primary concern stages for

spondents.

Once the total number was determined the Stage or Stages

of Concern held by

tive of the whole.

a

majority of respondents was considered representamany
A conclusion could then be made as to how

or institutionalized
sources indicated concerns beyond the management

stage.

compare lecturer and nonA second analysis was conducted to

lecturer concerns, and

a

of
third was completed to compare concerns

users, non-users and former users.
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Level of use

The analysis of the data collected in the Level of

.

Use Interview was facilitated by the Level of Use Rating Sheet found in

Appendix E-10.
level

Quotes from an interview were assigned to

a

particular

and category according to the compatibility between their content

and the definition of that level and category.

per level was computed, and

composite level rating was assigned to

The total number of respondents per level was then

each respondent.

determined, and

a

The number of quotes

a

conclusion drawn about the number of lecturers at an

institutionalized level.

Since this researcher was not certified by

CBAM to use the Levels of Use Interview nor to complete its data analysis, she contracted with a certified CBAM consultant to verify her data

analysis results.
The major part of the analysis, however, focused not on the seven

levels but rather on how those levels fit into

a

use/non-use dichotomy.

Thus, the analysis continued by dividing the number of respondents into
two groups: those at Levels 0, 1, 2, or
at Levels 3, 4, or

5

6

indicating non-use, and those

indicating use.

Social system support

.

Data concerning the financial, personnel,

qualitatively exmaterial, training and personal support were analyzed
(described above).
cept for the Stages of Concern Questionnaire data

codified for stateDocuments, interviews and other questionnaires were
indicators.
ments providing data on any of these five
the response of "yes" or "no" sufficed.

data-as
as data.

some cases,

In other cases, the lack of

financial
in current budget line items within
All

In

data were codified and recorded on

a

budgets-served

copy of the Social
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System Support Checklist and each indicator was, then, rated as high,

medium or low in support.

Finally, all were combined to identify

a

sum-

mative social system support rating of high, medium or low.
Analysis of the overall institutionalization level

.

Based on the

three analyses described previously of data collected from the Stages
of Concern Questionnaire, the Levels of Use Interview including the

Configuration Pattern Checklist, and the Social System Support Checklist, an overall

This was

institutionalization level was determined.

done, in part, according to the CBAM definition of institutionalization

which stated that

a

majority of concerns at levels up to and including

management must be resolved and that

majority of lecturers must be

a

using SIMs according to the Configuration Pattern Checklist at the routine level

(Hall, 1979,

p.

22).

Since this designation of institution-

alization at only one level appeared narrow to this researcher, it was

expanded to include the mechanical, refinement and integration levels
as well.

In

addition, the summative rating of social system support

was considered.

Finally, the three analyses were combined to identify

medium or low overall institutionalization level of SIMs.
ed, if all

three were high, SIMs would be

level; if only two, SIMs would be at

then

a

a

a

a

high,

Simply stat-

high institutionalization

medium level; if one or none,

low level

Factors analysis

.

sti tutional ization

In

analyzing the data of factors influencing the

level

m-

interviews.
of SIMs collected from the various
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questionnaires and document reviews, this researcher continued her com-

mitment to understanding rather than predicting data results by relying
heavily upon Norman Denzin's (1970) sensitizing concepts approach and
M.

Q.

Patton's (1980) inductive analysis approach to qualitative re-

search analysis.

A brief description of each now follows.

According to Denzin, sensitizing concepts guide

a

qualitative

researcher both in selecting resources and methods and in analyzing
data collected.

He provided an example of

a

sensitizing concept when

he wrote:

...

offer an operational definition for 'intelligence', I might state that intelligence is the score reBut if I choose a sensitizing
ceived on an I.Q. test.
approach to measuring intelligence, I will leave it nonoperational ized until I enter the field and learn the
processes representing it and the specifi.c meanings attached to it by the persons observed (Denzin, 1970, p. 14).
if

I

the inThis study's initial data analysis of factors influencing
constitutionalization level of SIMs was guided by four sensitizing

Wholistic Model of Incepts identified as the four elements within the
novation.

the innovaThese elements were: the innovation, the adopter,

tion process and the social
In

system.

being analyzed acaddition, at the same time that the data was

Patton's inductive analysis
cording to these four sensitizing concepts,

approach was being used to conduct
concepts and the data.

a

"dialogue" between the sensitizing

Patton stated that.

themes and cateInductive analysis means that patterns,
emerge out
they
gories of analysis come from the data;
prior to
them
on
imposed
of the data rather than being
for nalooks
analyst
The
data collection and analysis.
36).
p.
1980,
(Patton,
tural variation in the data
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In

applying these two research approaches to this study, the analy-

sis began with the reading of each transcript or document and the cir-

cling of both explicit and implicit factor statements.

Explicit factor

statements were those cited in direct response to specific factor-

oriented questions or as direct quotes on factors within documents.
Implicit factor statements were those in response to general interview
or questionnaire items such as on the interviewee's experience with
SIMs.

Each factor was then coded and recorded on

a

Factors Checklist

under one of the four sensitizing concepts categories.
During this coding, recording and categorizing process, however,
the dialogue between sensitizing concepts and coded data continued, al-

lowing for new categories of factors to evolve when necessary.

The re-

searcher was constantly looking for what Guba labeled as "internal

homogeneity" (similarity within categories) and "external heterogeneity"

(differences between categories) (Patton, 1980,

p.

314).

of data
Once all of the data were coded and recorded, the number
of the data
pieces within each category was tabulated and the content

within each was summarized into

a

category title.

Sample data for each

and critical factors
category were selected to illustrate that summary,

identified.
(to be defined in Chapter IV) were

Concl us ion

In

conclusion, Table

1

again assists in summarizing this chapter's

indicators and sensidiscussion of the sources, methods, instruments,
of this field study.
tizing concepts employed in the design

As stated
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in a

previous section, the variety of sources, methods and instruments

was intentional

in

order to provide the richest variety of manageable

data possible.

Having now presented this thesis'

research questions, the review

of literature, and the research design for the field study. Chapter IV
will

discuss in detail and provide examples of the data analyses re-

sults.

Respecting the intent of this study to be an exploratory one

which examined an innovation through the "eyes" of recipients. Chapter
IV

is an

analysis of data from those at the National Teacher Training

College of Lesotho who have journeyed with SIMs.

CHAPTER

IV

DATA ANALYSIS

This chapter presents the analysis of data collected to assess:
1)

the level of institutionalization of SIMs at N.T.T.C. and 2) the

factors influencing that level.

Founded upon the Wholistic Model of

innovation research proposed in Chapter
proaches the evaluation of SIMs from

a

II

and III, this analysis ap-

systemic perspective.

Thus, it

accounts for the inherent characteri sti cs of SIMs as well as for the
process by which SIMs were introduced into an environment and reportedly sustained.

In

order to assist the reader in capturing this wholis-

tic sense of SIMs, the analysis is divided into three parts.
First,

a

history of SIMs from 1974 to 1982 is presented, relying

extensively on data from reviewed documents and relevant interview and

questionnaire responses.

This history provides

a

contextual background

for understanding both the present institutionalization level of SIMs
The second part of the chapter

and factors influencing that level.

identifies the institutionalization level of SIMs as of 1982 by discussing data for each of the use, concern and social system support indicators.

The third section presents

a

quantitative and qualitative

analysis of the factors influencing the current status of SIMs.
It must be

noted that within the historical review of SIMs several

factors may become apparent immediately to the reader.

It is

this re-

these as
searcher's suggestion that the reader refrain from considering

section of the
valid factors until they are confirmed in the final
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chapter.

The reader will also note that various types of sources are

indicated within the text by certain markers: D= Documents,
er, NL = Non-Lecturer.

L =

Lectur-

The letters or numbers after these markers de-

signate the individual source within each type.

Also, the dates of

faculty meeting minutes are cited following the marker

D1

History of SIMs

1

974

.

The stage had been set for the introduction of innovations to

N.T.T.C. long before the college opened its doors in April of 1975.

stated in

a

As

1974 planning document on the development of the college

(D3), "Since the key person in any process of internal

reform or adapta-

tion of an educational system is the teacher; teacher training would

seem to be the logical focal point for change."

In order to assure

that N.T.T.C.'s program would reflect that change, this same document

recommended that

1)

the curriculum be "suited to new methods and syl-

labi," 2) on-campus workshops be conducted in "new educational concepts
of
and methodologies," and 3) that "A familiarity with modern methods

teaching and new concepts in education is mandatory" as
of the First Chief Technical Adviser.

a

qualification

By September of 1974, one of

these recommendations had been met in the hiring of

a

CTA with exten-

sive experience in innovations.

1975.

this CTA met
Between his arrival and the opening of the College,

government and representatives
with numerous officials from the Basotho
school's location and
of international donor agencies to secure the
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staff.

Not until

6

weeks before the college opened in April were na-

tional and international

pointed (D27).

staff, excluding the national Director, ap-

As the CTA, himself, stated in a report on the first

year of N.T.T.C.
In March, 1975, the N.T.T.C. was still only a promise to
the people of Lesotho.
The opening of the College was
But in March 1975 there
planned for the following month.
was no director for the College, there was no faculty,
there were no students, there was no curriculum, and except for the Chief Technical Adviser, there were no inIt was hardly a moment
ternational experts or volunteers.
when the opening of a College seemed imminent (D15, p. 143).

A second series of local

meetings quickly occurred to define the

goals of the College and to determine the structure of its programs.

Surprisingly, for all involved in the planning, N.T.T.C. did open in
April with

a

complement of 16 staff

visers), 78 students (D15,

p.

1)

(11

Basotho and

5

expatriate ad-

and "one office, four desks and two

typewriters" for faculty use (D43,

p.

15).

Amidst these opening activities, SIMs appear to have been the original

idea of the national Director of N.T.T.C., once he was appointed

shortly after the College opened.

As he himself states:

bombarded the CTA continuously with the need for selfinstructional materials and he gave me several topics
almost all of my higher education was through corknew it was
I
respondence, through distance education.
(Nl-K).
a very, very strong method of teaching
I

Due to

a

lack of other instructional materials, to

a

need for supple-

promote independent
menting the teaching that was going on, and to

propose SIMs as an inlearning, this Director and the CTA decided to

structional method.
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They involved

a

second UNESCO adviser, who became the coordinator

of SIMs, and this adviser's national counterpart.

Together,

.

.

.

We sat down with the people who were advisers ... it went
from here to the Curriculum Committee
and we discussed
it with the faculty
and took it to the Board of Governors
for approval (NL-K)
.

.

.

Resistance on the part of the staff and
CTA and Director pursued.

.

.

.

a

consequent pressure by the

The Director, himself, referred to both ac-

tions in the following quote:

were afraid of this idea
some of the advisers
[we] had to twist their arms ... we literally had to
They didn't even
sit down and talk with the local staff.
know what they [SIMs] were (NL-K).
.

.

.

.

.

.

.

.

.

The CTA also remarked that, while there were attempts to train staff

members, he had to "control them into writing SIMs" (NL-0).
Despite this context of resistance and subsequent pressure, the
first two sample SIMs were written by July, and an effort to disseminate the innovation among faculty as viable teaching alternatives followed.

The UNESCO coordinator for SIMs took on this task and advocated

them in

a

report to the faculty as

a

way to:

free the faculty person from the routine of meeting
classes on a basis which is not by the choice of the teacher
." (D7).
but is dictated by the schedule of the college
.

This coordinator also felt that SIMs stood for
ing

..

.

which is exceedingly important in

limited resources

.

.

."

a

.

self-directed learndeveloping country with

(D7).

coordinator also recogAlthough he acknowledged their value, this
existed within the developnized during their first year that problems

ment of SIMs.

In one of his

reports to UNESCO, he stated:
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The major problem in creating Self-Instructional Materials
is the time for the writing and trial of the materials.
These materials will be developed slowly in the beginning
but once the materials begin to be developed the faculty
will be able to accelerate development because of the familiarity and the freeing of time to work on additional SelfInstructional Materials (D7).

restricted local

A strategy for development was designed which

staff in their writing SIMs.

As a former lecturer described the strate-

gy:

The agreement was that international staff would take the
The Basotho would take the lead in
lead in writing SIMs.
This decision was taken by the Director of the
teaching.
College and the UNESCO CTA (NL-R).

While not required to write SIMs, the local staff was requested to advise the international

faculty on the content of SIMs and to become

counterparts-in-training on the use and production of SIMs.
Thus, by the end of 1975, SIMs were being proposed as an integral
Cited as

part of the College's instructional program.

a

policy of

N.T.T.C.'s Board of Governors, they were to be used for "approximately
50% of college instruction when fully developed"

were being set by each department to produce
cording to the UNESCO coordinator of SIMs,

".

(D8, p.

6).

Targets

certain number and, ac-

a

.

.

all

subject areas are

the second year
committed to significant use of these materials during
(

D7

)

1976.

As an expatriate lecturer remembered:

major SIMs "tooling up" session
Every department, includpresided over by the UNESCO CTA.
Each department produced
part.
ing Basotho and expats, took
urry
and redone.
critiqued
a pilot material which was
of SIM activity ensued (NL-R).
In early 1976, there was a
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This flurry was the result of

a

meeting convened by the CTA in

early January for the international staff in which the future of SIMs
was discussed.

According to

a

draft Prospectus on the development of

SIMs, this meeting had determined that the responsibility for writing
SIMs would continue to rest primarily within the international staff:

Just as the regular instructional activities are the responsibility of local faculty with international staff contributing, it is the responsibility of the international
staff to ensure the production of the self-instructional
materials at the N.T.T.C. This activity is to be done in
conjunction with local faculty, who should actively contribute to defining the content of the material (DIO, p. 1).
These international staff members were divided into "materials develop-

ment teams" within each department

"...

headed by

a

chairman who is

accountable to the Chief Technical Adviser for the regular output of
the materials planned"

(DIO, p.

1).

As also stated in the Prospectus, that output was quite ambitious:

"Each curriculum area will aim at producing 50 self-instructional ma-

terials during 1976.

15-20 units from each area should be completed by

1976." and, "By the end of 1977, self-instructional materials

April

should be developed to the extent that faculty has the option of using

self-instructional materials for 50% of the curriculum" (DIO,

p.

2).

about
Concerns on the part of the lecturers, Basotho particularly,

this development process began to arise.

Individuals at two separate

questioning the
faculty meetings in January and February were cited as
speed with which SIMs were being produced.
ber
9,

".

.

1976).

.

Minutes report that one mem

(Dl, February
hoped that quantity did not surpass quality"

Another member questioned the content and

".

.

.

suggested
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that the format

...

be standardized; the terms be simplified; the

unit be sel f-contained and the Lesotho names should be real ones, not

the concocted type"

(Dl, January 26, 1976).

problems in that there were

".

for typing and printing" (Dl

,

.

.

A third lecturer reported

no sufficient facilities and help

February 9, 1976).

Despite these concerns, the development of SIMs was documented as
Two UNESCO advisers were

continuing during 1976 with little change.
given the respective responsibilities

for designing

1)

a

standard for-

The former adviser reported to

mat, and 2) for editing those produced.

faculty at

a

meeting in March as to what that format would be, i.e.,

how pages should be numbered and where titles should be printed (Dl

March 1976).
By February, 14 SIMs were completed,

were in draft form.
tion as was stated in

5

were being revised, and 12

This, however, was not enough for the administraa

May 5th faculty meeting:

"It was noted that

students
some areas are far behind in the production of materials and
are not able to use them"

(Dl, May 5, 1976).

Two causes for this delay

and reproducwere indicated in this meeting: "(1) the lack of typing

materials produced
tion facilities (2) the discrepancy in the order of
and lessons given in the classroom" (Dl

,

of those lecturers conducting the actual

May 5, 1976).

The separation

teaching from those lecturers

beginning to create some
developing the materials for instruction was

tension
At this time, several

the
faculty recognized the problems within

to communicate those problems to
SIMs development process and attempted
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the administration.

One, unidentified, wrote

a

memo advising that

there existed:
1.

2.

need for local staff to be consulted on choice of
S.I.M. topics
concern about production delays caused by conflict of
uncertainty of typing and duplicating
loyalties
facilities, etc.
uncertainty of targets, e.g. should everyone in Area V
[Professional Studies] produce 3 or 5 units? (D14).
.

3.

.

.

Questions about how SIMs should be used in the classroom, their role in
the syllabus, and the number of student contact hours were also asked
(D14).

No data was found in response to these concerns.

Instead, as indicated in his farewell speech to the faculty in

their meeting of August 9, 1976, the departing CTA related that the

major administrative concern surrounding SIMs was still the amount to
be developed.

The minutes of this meeting cite that:

...

was concerned that the rate of production
regarding these materials had not been more rapid, since
it should be the aim that self-instructional materials exThus to ensure the success of the proist for each topic.
gramme a target should be set to produce 200 units before
the end of the year (D1 , August 9, 1976).
[The CTA]

The only reference made by the CTA to the national staff

production effort was that he

".

.

.

s

role in this

hoped that members of the National

at least one
Faculty would contribute to the scheme by each producing

self-instructional material per term"

(D1

August 9, 1976).

This CTA

and found that more
polled the faculty as to their feelings toward SIMs

of the expatriate than national

staff favored them (D44).

of overseeing
After the departure of the CTA, the responsibility

the development of SIMs fell

fully on the shoulders of the UNESCO ad-
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viser who had been originally designated as the coordinator.

His first

task as of August was to evaluate the present SIMs and to report his

results to the faculty.

The latter he did in November.

Although the

actual evaluation form was not located by this researcher, the final

report to the faculty (D15) indicated that students were the subjects

questioned about SIMs, not the faculty themselves.
The report mentioned that SIMs were facing several problems, such
as the difficulty of their reading level, their length, their depen-

dency on reading and writing, their exclusion from the students' con-

tinuous record, and their insensitivity to the Basotho culture (D15).

Despite these problems, the report states that students were finding
SIMs to be "helpful

in

preparing them for teaching

method of instruction, were considered as
able for teaching conditions in Lesotho

1977.
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.

".

.

.

.

."

This same UNESCO coordinator conducted

.

.

."

and, as

a

interesting and suit-

(D15).

a

second evaluation with

SIMs enin-service teachers in January of 1977 on one particular

titled Closure

.

He intended to assess the students'

SIM and its reading level.

opinions about the

Unfortunately, he cites in his summary of

confusing and that the
the evaluation that the questions asked were
the reading level was
only results he found were that students felt

"just right"

(17).

been reThis finding was not indicated as having

ported to the faculty at any faculty meeting.
In

this coordinator was
addition to evaluating the present SIMs,

of training activities directed
also responsible for the organization
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at the lecturers developing SIMs.

He refers to various "small

discus-

sions" he held with faculty (D12-3); but, primarily, he describes his

arranging of

a

SIMs workshop led by

February and March of 1977.

a

visiting UNESCO consultant in

This workshop was the first, focused ef-

fort to train the N.T.T.C. staff in SIMs.

The UNESCO consultant hired to implement this workshop described
the workshop's rationale as follows:

Production has been rapid (by January 1977), 88 units had
been produced and the prospectus requires 8 hours work on
At this point it seems that
SIM a week by each student.
the College staff felt a need to review progress thus far
and to consider the next steps in the SIM programme (D18).
For three weeks, this consultant led faculty (Basotho and expatriate)

in activities focused on the writing of SIMs.

No direct evidence

of
was found as to the content of these activities nor as to the number

participants.

The consultant's final report to UNESCO, however, con-

retains interesting observations which he concurred from the workshop

garding the development of SIMs up to that date.

He stated.

International
It appears that the policy has been that mainly
on the
SIM
Staff should be responsible for the writing of
load.
teaching
grounds that the National Staff have a full
apparent
the
is
Less understandable
This is understandable.
the Inpolicy to build up a bank of SIMs to be used after

ternational Staff had left.
First it would leave the eduhave two objections to this.
skills to
cational system of Lesotho without the necessary
and would,
materials
of
continue the revision and production
ignores
it
Second,
in time, lead to their fossilization.
in the
participating
of
the very strong educational value
nts
in
t0
leads
alone,
development of SIM; participation,
^ 9(D18).
otherwise
acquired
into teaching which are not easily
I

.

In

the consultant also
addition to these general observations,
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proposed several recommendations to the administration.

First, he sug-

gested that the content of the SIMs be more in line with the syllabi.
Since the international staff were usually writing SIMs in isolation
from the teaching faculty SIMs were found by this consultant to be often irrelevant to the general curriculum.

Secondly, due to this isola-

tion, no standard format had been designed, and he stated that one was

necessary within and between departments.

Finally, he recommended

that the scale of the SIM development be reassessed.

He commented that:

With the advantage of hindsight, it is an unescapable conclusion that the rapid large scale and diversified introduction of self-instructional materials was ill-advised.
The scale of the operation made the necessary day-today, detailed guidance impossible (D18).
.

.

.

He gave the College

a

very thorough document entitled Notes for Guid-

ance (D19) which was reportedly distributed to all faculty.
the first time since the inception of SIMs in 1975, was

a

Here, for

standard

guide for their use and not just for their development.
in Paris
This consultant also reported back to UNESCO headquarters

on the status of SIMs, and concern there was raised.

A letter from the

with recommendaProject Administrator (D20) was sent to the second CTA
tions as to the future of SIMs.

The writing of SIMs within groups
A second was that the

rather than in isolation was one recommendation.

SIMs so that their conCurriculum Committee overview the production of

tent would fit the College's syllabi.
tional

Finally,

a

suggestion that na-

writing was offered.
staff and students be involved in their

The letter concludes on

a

positive note, nonetheless, that:
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The NTTC has made a promising start in developing SIM
and should be given as much support as possible in this
innovative endeavor, which should ultimately benefit both
pre-service and in-service teacher education in Lesotho
significantly (D20).

Future consultancies were proposed as was continued material support.
The only reaction to these suggestions evidenced in writing by
this researcher was found in the final

parting UNESCO coordinator of SIMs.

report to UNESCO by the then de-

His report (D21, July 22, 1977)

indicated that, indeed, an effort had been made to localize the content
of SIMs and to incorporate Basotho staff.

He wrote:

Even though the materials have been developed largely by
international staff, considerable attention is directed to
making the materials reflective of the situation in Lesotho.
One, the authors
This has been done in a number of ways.
of the materials are expected to undertake visits to schools
throughout the country to familiarize themselves with actual
Two, materials are developed in consultation
conditions.
Three, a field test is undertaken
with national faculty.
And four,
to assess appropriateness for local conditions.
in-depth
do
consultants are hired from time to time and
workshops with international and national staff.

The history of SIMs during the last six months of 1977 is not well

documented, which may be, in and of itself, an indication of how they

were faring.

The first CTA, the first Director, and the first UNESCO

coordinator were now gone, and the designation of any one coordinator
1977.
was not mentioned until the Faculty minutes of October 17,

No

name again.
successive documents read by this researcher mentioned her
In that same

October 17 meeting, however, several reported com-

ments give insight into the progress of SIMs.

ported to have

"...

The second CTA is re-

printstated his concern about SIMs lying in the

by students" and
ing room waiting to be distributed and used

"...

the
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organization of SIMs was discussed but no decision reached.
to be put on the next meeting's agenda"

(D1

,

October 17

They were

1977).

,

The

next time SIMs were mentioned, however, in any minutes of faculty meetings was April

1978,

17,

a

full

six months later.

These data pieces

corroborate with the following observation stated by

former lecturer:

a

Following the departure of the original CTA, it became hard
to sustain an interest in SIMs and in providing training.
Teaching loads loomed larger and more immediate leadership
at the College began to dissipate (NL-R).

1978

1978 was

.

a

crucial year in the history of SIMs.

The faculty had

grown substantially since 1975 to 40 national and 55 international lecturers.

The on-campus student body had increased to 600.

Without the

original advocates of SIMs (the first CTA, the first Director, and the

UNESCO coordinator)

,

the treatment of SIMs during this year had

a

con-

siderable impact on their future.

Unfortunately, little documentation of SIMs during this year is
recorded within the minutes of faculty meetings.

tioned in only two (D1

,

April

17 and May 10,

documentation of SIMs during this year

is

Indeed, SIMs are men-

1978).

The only major

evidenced in the administra-

their contion's efforts to respond to criticism from the staff that
cerns about SIMs were being ignored.
his concerns to
For example, one particular lecturer communicated

the administration in

a

detailed, three-page memo (D22).

He remarked

UNESCO consultant
that, in regard to the recommendations made by the
in early 1977,

not to
"Some of the problems which they identify seem

solved."
have been fully discussed or even provisionally

Point by
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point, this lecturer described how

1)

the collaboration within and be-

tween departments, 2) the involvement of national staff, 3) the coordi-

nation by

a

local

body, and 4) the clarification of SIMs' development

and use had not been addressed.

He closed his comments by suggesting

that "With the approach of the open season for SIM production, other

members of the NTTC besides myself might welcome authoritative guidance
No immediate response from the administration was

on College policy."

found by this researcher.

What followed in April, however, demonstrated that some members of
the College administration were concerned about SIMs.

The first Direc-

tor returned to N.T.T.C. for two weeks from his study-leave in the US
in

order to lead

tion of Teachers"
ed of several

a

UNESCO sponsored international seminar on "Evalua(D23).

This seminar, from March 27-April 1, consist-

plenary sessions followed by small group discussions on

the "quality control of self-instructional materials."
it focused on the ".

.

.

1.

programme policies,

2.

coverage formats,

assessment of SIMS, and

3.

instructional objectives, 4) SIM content,

6.

recording and reporting on student progres" (D23).

5.

Specifically,

Despite it being an international seminar, most of the particimeetings,
pants were N.T.T.C. faculty who, during the small group
use and developstated their concerns about and recommendations for the

ment of SIMs.

the poliOne of three groups responsible for discussing

cies for SIMs suggested that

a

"... atSIM committee be established to

which self-instructional
tend to such questions as: the way or ways in
accuracy of the content
materials should be used, the suitability and
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of new SIMs units, and the provision of adequate library space for
SIM"

(D23

,

p.

13).

A second group pointed out that

"...

following the worsening of

the staff-student ratio the output of SIM in the college has declined
.

.

many of the units are teacher-bound and fall into disuse as soon

.

as the writer leaves the College staff"

(D23, p.

A recommendation

14).

was offered that SIMs be given free to students, costing the College
20 R

a

year.

This would alleviate the theft of SIMs which was becoming

rampant.

The third group also supported the formation of

a

SIM committee

which would be responsible for making policy decisions on SIMs, especThis group remarked that there

ially on their role in the classroom.

were too many conflicting purposes for SIMs:
Some units are remedial, some are substitutes for teachers.
Some are essential elements of courses, while others provide
alternative approaches to a course (D23, p. 14).
A SIMs committee was never organized, but two efforts were pur-

sued by the administration to address these concerns.
was the development of

a

The first effort

Manual of Guidance by the first Director of

Designed in the form of

a

programmed instructional unit,

this manual was primarily written as

a

paper to complete

SIMs (D24).

a

course the

Director was taking from the first CTA while on study-leave.
was reportedly distributed to all N.T.T.C. faculty.

The paper

While the Director

his staff at
theoretically examined within this paper the concerns

few practical solutions.
N.T.T.C. had about SIMs, he suggested very
was the visit of
The second effort to address these concerns

a

119

second UNESCO consultant who conducted

a

three-week workshop in April

on curriculum development, specifically for SIMs

It appears

(D25).

from this consultant's concluding report that faculty were continuing
to request 1) a coordinating body for the supervision of SIMs, 2) clar-

ification of SIMs'
development.

format, and

3)

the inclusion of all

staff in their

This consultant recommended that the staff of the newly

built IMRC (Instructional Materials Resource Center) and the staff of

N.T.T.C. collaborate on the development of SIMs.

training within

a

He also encouraged

counterpart structure which would be funded jointly

by the Basotho government and UNESCO.

The first financial commitment

by the Basotho to SIMs was being broached.

The creation of IMRC during 1978 greatly affected the development
of SIMs.

The Center, sponsored by the

United States Agency for Inter-

national Development (USAID), took on the task of printing and editing
Up to this time, SIMs were being produced as mimeographed sheets,

SIMs.

compiled into booklets with few graphic designs and often meager durability.

SIMs published after 1978 by the IMRC were bound by durable

covers and contained evidence of professional graphic designs.

Three

IMRC and
full-time AID consultants and two Basotho were assigned to the
of SIMs.
were to offer assistance to N.T.T.C. staff on the development

Unfortunately, the two Basotho members left to follow

a

year-long study

tour in the US.
staff of IMRC,
Nevertheless, in conjunction with the remaining

consultant.
third workshop was offered in May by an AID

a

His focus was

development effort which
not specifically on SIMs but on any material
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the College was undertaking.

He reported to the N.T.T.C.

faculty in

their May meeting that he would assist in making the relationship between N.T.T.C. and the IMRC clear and in helping any departments with

their curriculum development

(D1

,

May 10, 1978).

During this same month, two UNESCO teams of consultants arrived at
the College for evaluation purposes.

sess N.T.T.C. as an educational

The first team intended to as-

innovation; the second intended to as-

sess if N.T.T.C. were meeting its project objectives.

erous problems.

Both found num-

The first team reported that the local "take over" of

the College was very slow (D27).

While the team agreed that this was

partly due to the rapid expansion of the College's student population,
it also cited that there was a:

lack of a sufficiently large pool of trained manpower
for the NTTC to draw on; while the Government expressed regret that the three cooperating partners had not looked into this matter in greater detail at the time of the project
preparation, it cited the political imperative to commence
activities as soon as possible (D27).
.

.

.

The second team found that the budget for N.T.T.C. had been under-

estimated and that the Basotho government was going to have to double
its contribution by 1980:

R418,000 to

R1

,000,000 (D26).

The amount of

money alloted by UNDP for instructional materials was to increase from
1977 to
$10,000 (US) to $12,000 and for group training from $12,000 in

$30,000 in 1979 (D26).

These increases were reportedly due to the

rapid and massive expansion of N.T.T.C.

's

student population.

Enroll-

second-year
ment in 1978 was up to 600 students on campus, 300 in the
(D30).
internship off-campus, and 400 in the in-service program
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The first Director, who had at this time returned full-time to

N.T.T.C. from his study leave, recognized these problems, too, and

their effect upon the College.

In a

November 14 memo which he circu-

lated to faculty, he warned:
In terms of numbers the NTTC has done in a space of four
years what many would have thought impossible. A dream
instructors have increased
has become a reality
As that happens
and will rise by a further thirty.
international staff are decreasing very fast as their conWe should remember that unless a great
tracts terminate.
deal of care is taken, large student enrollment without
corresponding numbers of good quality staff might result
in lowered standards of performance (D30).
.

.

.

.

.

.

The immediate impact of this rapid growth on SIMs was that administrators and faculty, alike, were becoming increasing concerned with the

time and effort necessary to produce SIMs.

The Curriculum Committee

began to question the reality of students using them for 8 hours of

their instructional time (D29), and only 24 SIMs were published for the
enti re year.

1979.

Very little activity involving either the development or the use

of SIMs is documented for this year.

An effort was made in March by an

form of
IMRC expatriate adviser to standardize their use in the

page outline given to faculty (D31).

This outline included

sion of the various components within SIMs:

title, author, and department;

a

a

a

a

four

discus-

title page presenting the

table of contents; directions;

a

state-

topic; the topic
ment of aims and objectives; an introduction to the

narration; and self-checks.

Certain suggestions were also offered to

descriptive graphics,
make the content understandable: clear language,
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and appropriate length.

This outline concluded with

a

commitment by

the IMRC to help N.T.T.C. staff in the use of SIMs:

The IMRC staff is prepared to assist in the creation of
You are the subject matSIMs that meet these criteria.
ter expert, but there are a number of ways where the IMRC
Ask for that help early, and both of
can help, if asked.
our tasks will be easier (D31
p. 3).
,

In April,

a

third UNESCO CTA was hired for N.T.T.C.

Having served

as an adviser to the College since 1976, his experience with SIMs had

He had both written several

been quite intimate.

SIMs and had assisted

in the counterpart training of Basotho within his department.
In June,

a

fourth workshop devoted strictly to SIMs was conducted

by an USAID consultant in conjunction with the IMRC staff.

This work-

shop was

derived from the particular interests expressed by
They were specifically inparticipants.
workshop
the
the self-instructional
improve
to
ways
finding
in
terested
materials (SIMs) booklets that are a required output of all
faculty members at NTTC" (D32).
.

.

.

.

.

.

As the consultant stated in her final

report on the workshop:

"Partici-

improve their
pants were very concerned that they did not know how to

skills as SIMs writers" (D32).
sion,

5

Basotho and

expatriates.

2

Despite the IMRC

Seven people attended this one-day ses-

'

s

written commitment in March and its June work-

thereafter diminished.
shop, efforts to train N.T.T.C. staff in SIMs
assigned as of August to act
The one national staff member who had been
as the direct liason between the

IMRC and N.T.T.C.

faculty for training

interviews as unable to fulfill his
and editing purposes was cited in
role.

He, himself, stated that:

123

... I had no time. I talked to some members of the
faculty and then others showed some interest of course.
And then they also wanted some help but because I didn't
have enough time, I couldn't just help them (L55).
A fifth and final workshop was led by this individual, but, as he said,
".

.

it wasn't very successful.

.

about 4 or 5" (L55).

In

There wasn't much attendance.

interested and [his] training was lacking

In

.

describing the work pattern of this individual,

another IMRC staff member remarked that this individual

for work"

.

.

.

.

".

.

.

was not

[He] just didn't show

(NL-L)

August, the first Director resigned from N.T.T.C. to take up

post in the Ministry of Education.

In his

final

a

report to the College

staff, he reiterated the problems stated by the previous year's UNESCO

evaluations, problems caused by the rapid growth of the College.

In ad-

dition, he cited two problems inherent within the bureaucratic structure of the College and the Ministry of Education.

Each of these he

considered as influential within the progress of SIMs.
First, he acknowledged that the increase in qualified local teach-

er

trainers

N.T.T.C.

was not meeting the increase in student enrollment at

This, he cited, was due to the "non-avai 1 abi

persons qualified at

a

high enough level

i 1

ty of a pool

of

(post-graduates) and having

wide teaching or educational administration experience" (D33).
Secondly, he remarked that the professional status of N.T.T.C.
faculty was not being held as highly as the faculty desired.
try of Education had given faculty

a

civil

The Minis-

service rating which dif-

primary,
fered from the non-civil service status of other teachers:
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secondary, or tertiary.
ensued.

Discrepancies in salary and release time had

As the Director's report stated:

Salaries at the college are exactly the same as those offered in high schools and this results in mature and experienced teachers preferring to remain in the High Schools
rather than move to the NTTC with no financial benefit.
After a struggle of three years, Government has just agreed
Senior administo a responsibility allowance for NTTC.
trative officers (S.A.O.) were not included in these benefits with the result that Senior Lecturers' total emoluments
equal or surpass their own, creating problems of morale (D33).
.

.

.

This lack of financial compensation was compounded by the fact
that, as civil servants, the N.T.T.C. staff was working full-time for
12 months,

assisting in the in-service training program for teachers

during vacation or weekend periods.

To be paid less than those teach-

ers in the secondary schools who were guaranteed vacation release time

distressed N.T.T.C. faculty.

As a result, a steady decrease in their

motivation to produce, use and learn about SIMs was becoming evident.
his
The Director acknowledged this dilemma and called first, in

"...

report, for

ment" (D33)

.

a

well-defined scheme of staff training and develop-

Although he recognized that most of the SIMs had been

he felt that
written by expatriate staff who were leaving the College,

"...

the local

extensively used.
sonnel

in all

now
staff have recently produced materials which are
local perMore is yet to be done by way of training

subjects to produce these materials" (D33)

.

He suggested

their teaching loads
that the remaining expatriate advisers decrease
that all
to allow for staff training periods and

hours per week, leaving

supervision.

5

local

staff teach 35

micro-teaching
for the production of SIMs and

He called, secondly, for

a

Ministry commitment to upgrade

125

the status of N.T.T.C.'s staff in the form of both financial and training support.

These pleas were to little avail; for, gradually, the

government's coffers were running dry and the continued financial support for N.T.T.C. was becoming tenuous.
The production of SIMs during this year reflected the low morale

described previously.

Only 20 were produced, all by expatriates.

No

word of them is mentioned in any of the faculty meeting minutes nor in
the minutes of any Curriculum Committee meeting.

1980

.

Documents reviewed for this year give even less evidence of SIMs
Prior to

than those documents from 1979.

second UNESCO evaluation of

a

N.T.T.C. in August, little mention of them is even cited--only once

within any minutes of faculty or Curriculum meetings.

Insight into the

interest of faculty and administration may be gained, nonetheless, by
four other short references.

The first is

a

memo in March to the Cur-

riculum Committee by the third CTA regarding the College's electives in

which he mentions that

"...

self-instructional materials occupy

a

good deal of space in the library--if not in the curriculum" (D35).
The second reference is

a

statement by the CTA that the Curriculum Com-

mittee had within its work plan for 1980 "a review of self-instructional
(D36).

material and the extent to which it is used (or not used)

third is

request in June by the then acting Director to the N.T.T.C.

a

faculty for the completion of

a

"survey of self-instructional material

in relation to how the curriculum is being carried out

pation of

The

a

forthcoming evaluation of college progress

...
.

.

in antici-

(D37).
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This request appears to have gone unheeded, for the minutes of

a

faculty

meeting on July 14 cite that "survey forms have been returned by only
few departments"

(Dl).

a

Documented evidence of the results of either

the survey or the review was not located by this researcher, nor did

the third CTA or then acting Director remember during interviews that

either had taken place.
Similarly, little mention of SIMs

cited in the N.T.T.C. papers

is

prepared for the second UNESCO Evaluation Mission (D38) in August nor
in UNESCO's concluding report after the mission

Instead, both

(D39).

sets of documents focus on the concern regarding the College's "shortage of national staff"

(D38)

in light of N.T.T.C. 's current enrollment

which had increased "in leaps and bounds" (D39) and the "present low

morale of an over-stretched staff" (D39).
In addition,

the UNESCO report cites

management of the College and the

"...

growing difficulty in the

a

need for clear consultative

procedures and greater staff participation in matters affecting the interests of the staff and the institution
part development was recommended as was

donor funding.
ical

a

."

.

.

(D39).

More counter-

decrease in the dependency on

It appears that the College was experiencing a paradox-

trainsituation in that expatriate advisers were needed for local

ing, but their cost continued a dependency pattern.

compounded by the perception of N.T.T.C. as
tion institution" (D39).

a

This dilemma was

"showplace teacher educa-

The report cites that:

less
Jealousy of the NTTC and its strong donor support by
as
viewed
was
system
educational
favored elements of the
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factor influencing acceptance of the College by the
educational system and the Ministry of Education (D39).
a

Within these reports which focus on the problems of undertrained,
underpaid, and overworked staff; of

a

mismanaged organization; and of

a

financial dependency on donor agencies, it is no wonder that SIMs were
not given much attention.

It is a wonder, however, that SIMs had be-

come so totally absent that they weren't even mentioned within the

UNESCO Evaluation Mission's assessment of teaching methods.
the assessment report states that, after questioning

mary Students (which the Mission admits is

a

small

21

Indeed,

Advanced Pri-

sample),

there is little indication of any significant differentiation of methods used for teaching knowledge
The range and variety
and values.
from teaching
of methods commonly used would appear to be rather limited
.

.

.

.

.

.

.

.

.

.

(D39)

This limitation may also be demonstrated by the fact that only

5

SIMs

were published this year, none by Basotho.

Measures were taken by UNDP to address the financial

management problems facing N.T.T.C., and in October,
(D40) was completed.

a

,

staff and

Project

Additional emergency funding was alloted to the

assistance.
College for increased staffing, training, and management
the continued proOne of the proposed results of this funding included

duction of
in the

".

.

.

self-instructional materials to fill identified gaps

curriculum" (D40).

Despite their apparent decrease in status,

investment--at least, on
SIMs were still being identified as worthy of
paper.

1981.

In

1981,

6

SIMs were produced.

Each of these had been initially
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developed by three expatriate writers in 1979 or 1980, but problems
the printing by IMRC had delayed their final distribution.

staff member commented on this delay.

in

An IMRC

He stated that the writer of one

of these SIMs,
left the SIM in handwritten form. ... I went to the
rest of [his] department to finish the SIMs.
It took over
a year
the rest of the faculty were not willing to
help. (NL-M).
.

.

.

.

.

.

Another staff member remarked that this delay was influenced by the
actions of the local staff member who replaced the first local SIMs co-

ordinator and who was responsible for the editing of SIMs: she "won't
work" (NL-L).
not feel

This local staff member, herself, stated that she did

responsible for SIMs, for the

".

.

.

difficulty is that no one

who wrote them was here" (NL-N).
During 1981, funding for SIMs at the College continued to decrease,
and faculty were being informed through administrative memos to curbe

their use of the IMRC printing facilities (L23).

No workshops were of-

fered during this year for SIMs; little counterpart training, if any,
was reported.

Overall, the entire year was not conducive to the development nor
use of SIMs.

A December report of

a

UNESCO consultancy to review the

enorganization and management of N.T.T.C. describes the institutional

vironment affecting SIMs during this year:
treatment,
As a symptom of the dissatisfaction with their
to civil
coniorm
should
sensitive to criticisms that they
incothe
by
frustrated
and
service patterns of behavior
(in-,
staff
academic
the
herence in College organization,
addion
take
to
reluctant
eluding the Director) have been
tional tasks (D42)
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Faculty were cited within this report as being unsure of their teaching
roles

Not all departments seem very sure of how many
contact hours each week are required for each course
and thus how many lecturers they really need.
The timetable is often referred to as being a problem forcing
everyone into the same time allocations and within it
some departments share PTC [Primary Teacher Certificate]
work, some leave it all to one lecturer (D42).
.

.

.

On the whole, the staff was seen as:

individually and collectively, weary/overwhelmed
Many
by the gaps and lack of coherence in the system.
staff,
administrative
of
provision
arrangements, e.g.
lines of command and communication that were adequate for
a college of 200-300 students have become fossilized and
For some
are inappropriate for an establishment of 1,500.
of the staff, the laxity of control has allowed them to
interpret and bend procedures as they wish, e.g. doubling
of classes, dropping of courses and despite complaints of
Most of
being overworked, the taking on of other jobs.
them are, however, aware that things should and could be
different, but where to begin, when the fabric of the
College is about to unravel, and it has all been said
.

.

.

before (D42).
An environment supporting the survival of SIMs was fading.

As the next

and
section of this Chapter presents, this trend continued into 1982

with it faded the capability of SIMs to be institutionalized.

Institutionalization Level of SIMs: 198 2

institutionalization of SIMs
As stated in Chapter III, a high

would be indicated by:

1)

a

majority of N.T.T.C. lecturers using SIMs

either the LoU
according to the Configuration Pattern Checklist at
Level 4A (Routine) alone or at Levels

Integration) collectively, 2)

a

3

through

5

(Mechanical through

majority of lecturers' concerns focus
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ing beyond the SoC

3

(Management Stage), and

3)

a

high level of social

system support as evidenced in substantial financial, training, material, personnel

and personal commitments.

The text, figures, and tables

which follow present the analyses of data provided by the various instruments and methods which assessed each of these indicators.

Levels of use

In

.

order to understand the levels of use at which SIMs

were rated by the current N.T.T.C. lecturers, it

is

expedient to pre-

sent the definition of each level according to the CBAM literature.

Table

2

lists those behaviors which characterize subjects and their use
A more detailed LoU chart developed by the CBAM re-

at each level.

searchers may be found in Appendix
Figure
level

5

E - 11

displays the frequency of N.T.T.C. lecturers at each

of use according to the researcher's analysis of data from the

LoU Interview.

This analysis was completed with the aid of the Level

of Use Rating Sheet (see Appendix

E—

1

0)

and was verified by

certified

a

The correlation between the investigator's ratings

CBAM consultant.

inand those of the consultant on data from 15 randomly selected LoU

terviews was 1.00.
tion" in Figure

5

An examination of the "Institutionalization Sec-

indicates that

a

majority of N.T.T.C. lecturers

is

Levels 3, 4A,
not using SIMs at either Level 4A (Routine) alone or at
4B

,

and

5

For

(Mechanical through Integration) combined.

a

Appendix
listing of the Level of Use for each lecturer, see

Use/non-use.

In

dividing the LoU results into

a

complete
F.

dichotomy of

defined users as those subusers and non-users, this researcher had
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TABLE

2

Definition of Levels of Use

LEVEL 0
NON-USE

LEVEL 1
ORIENTATION

LEVEL 2
PREPARATION

LEVEL 3
MECHANICAL USE

LEVEL 4A
ROUTINE

LEVEL 4B
REFINEMENT

LEVEL 5
INTEGRATION

LEVEL 6
RENEWAL

State of use in which the user has little or no knowledge of
the innovation, no involvement with the innovation, and is
doing nothing toward becoming involved.

State in which the user has acquired or is acquiring information about the innovation and/or has explored or is exploring
its value orientation and its demands upon the user and user
system.

State in which the user is preparinq for the first use of the
innovation.
State in which the user focuses most effort on the short-term
day-to-day use of the innovation with little time for reflection.
Changes in use are made more to meet user demands than client
needs. The user is primarily engaged in a step-wise attempt
often
to master the tasks required to use the innovation,
resulting in disjointed or superficial use.
Use of the innovation is stabilized. Few if any changes
are being made in ongoing use. Little preparation or thought
consequences.
is being given to improving innovation use or its
to
State in which the user varies the use of the innovation
sphere of
increase the impact on clients within the immediate
short-term
influence. Variations are based on knowledge of both
and long-term consequences.

use the
State in which the user is combining own efforts to
achieve
innovation with related activities of colleagues to
within their common sphere of
a collective impact on clients
influence.

quality of use of the
State in which the user re-evaluates the
or alternatives to
of
modifications
major
innovation, seeks
on clients,
present innovation to achieve increased impact
explores new
examines new developments in the field, and
goals for self and the system.
.
1Q7 ,
n
Loucks.Newlove and Hall ,1975, p. 8)
(
\
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jects at Levels 3, 4A, 4B and
2

and 6.

Table

users; 41

3

5

and non-users as those at Levels 0, 1,

indicates that 16 (28%) of the N.T.T.C. lecturers are

(72%) are non-users.

These two groups are depicted in Table

3

where the non-users are also categorized as to their familiarity with
SIMs.

noteworthy in Table

It is

3

that 8 (14%) of the lecturers had

never heard of SIMs until the LoU interview and that 17 (41%) of the
non-users had been former-users.
Users

An analysis of data on the user population

.

insight as to

1)

(

N= 1 6 )

provides

the departments from which users came, 2) the number

of SIMs available to users, and 3) the number of Third Year Students

stating use.

Table

4

displays this analysis.

the Agriculture Department includes
of

3.

3

According to Table 4,

users of SIMs within its faculty

There are SIMs covering 16 topics and, among these 16, that top-

ic with the fewest copies available has 9 copies, and the topic with

the most available has 31.

167 Third Year Students said they had used

SIMs in either or both their first and third years (the second year is
an internship completed off-campus).
in

Table

4

is

What is particularly interesting

that data on the users in the Sesotho Department reveal

that there are no SIMs available and that only

2

Third Year Students

stated that they had used SIMs in classes within this department.
Appendix
ther investigation of data from the SIMs Report Sheet (see

FurB)

labeled as
indicates that while three copies of instructional materials
fact, none of these
SIMs were avilable for students in the library; in

were valid, self-instructional materials.
the case in other departments as well

(This mislabeling was often

and is discussed further in Chap-
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TABLE 3

Frequency of Users and Non-Users According
to Familiarity with SIMs

Users
N= 16

NonUsers
N=41

Former Users
N= 17

Never
Heard Of

Heard Of/Never
Used

N=8

l

15

FT

N= 16

2?

35

3?

Number of Lecturers

4T

4F

TABLE 4
Users According to Department, Availability of SIMs,
and Reported Third-Year Student Use

Number Of
Lecturers
Users

Department Department

Ir

Number Of

Number of

Number Of

Copies Of

Third Year

Valid SIMs

SIMs :Least Students Re

By Topic

and Most

portinq Use

3

Agriculture

3

16

9-31

167

3

Science

5

17

2-70

41

2

4

5-23

9

Sesotho

7

0

0- 0

2

—Economics

Home

2

18

10-35
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Rel igious

2

3

11-16

5

Social and
Dev.Stu.

5

10

0-13

19

Secondary
Technical

5

3

7-17

10

8

25

0-50

15

8

6

0-36

30

1

1

14

1

1

17

3-42

1

1

8

2-17

0

7

30

7-49

17

2

2

1

1

rtea

1th

Education
1

1

1

1

Profession
Studies
Math

0

Physical
Education

0

Arts and
Crafts

0

Commercial
Science

0

Engl

i

sh
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ter V.)

The question is raised, then, as to whether or not the two

Sesotho Department members who indicated use are actual users.
Table 4 also raises

a

question about the quantity of use if, as

demonstrated in the Secondary Technical Department, only 10 students
out of 300 Third Year Students indicate using SIMs and if only 13 topics are covered with 7 copies of one topic and 17 copies of another.

Four departments (Sesotho, Social and Development Studies, Professional

Studies, and Math) have no copies of particular topics covered by SIMs.
A final

analysis of the data on users indicates

a

relationship be-

tween the year when users were first employed at N.T.T.C. and use.

Table

5

presents this analysis and reveals that the number of users

within each successively hired group decreased considerably in relation to the time when SIMs were first introduced in 1975.

The longer

SIMs were present, the greater was the tendency for new teachers not
to use them.

Stages of concern

.

As presented in the introduction to the analysis of

data on Levels of Use, this section also begins with

a

list in Table 6

of definitions for each Stage of Concern.

Figure

6

of
displays the frequency of N.T.T.C. lecturers at each

conducted with the
these stages according to the researcher's analysis
Focusing on the

Appendix E9).
aid of the SoC Quick Scoring Device (see

"Institutionalization Section" marked on Figure 6, it
a

is

evident that

concerns beyond the Manmajority of lecturers has not resolved its

agement Stage.

Only

7

(approximately 12%) indicate

a

focus on the im-
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TABLE

5

Frequency of Users According to
Year of First Employment

Year of First
Employment

Total Hired
Durinq Year

Users

1975

5

2

1976

11

5

1977

5

2

1978

10

3

1979

4

1

1980

4

0

1981

17

3

a

b

Note.
a

This number includes the two users from the Sesotho Department.

b

0ne of these three lecturers was
had used SIMs as a student.

a

former NTTC student and stated that she
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TABLE 6

Definitions of Stages of Concern

0.

1

Awareness

Little concern about or involvement with the innovation
is indicated.

Informational

A qeneral

.

2. Personal

3.

Management:

awareness of the innovation and interest in
learning more detail about it is indicated. The person
seems to be unworried about himself/herself in relation
to innovation. She/he is interested in substantive aspects of the innovation in a selfless manner such as
general characteristics, effects, and requirements for use.
Individual is uncertain about the demands of the innovation, his/her inadequacy to meet those demands, and his/
her role in relation to the reward structure of the organization, decision-making and consideration of potential conflicts with existing structures or personal commitment. Financial or status implications of the proqram
for self and colleagues may also be reflected.

Attention is focused on the processes and tasks of using
the innovation and the best use of information and resources.
organizing, manaqing,
Issues related to efficiency
scheduling, and time demands are utmost.
,

4.

Conse.quence:

5.

Collaboration:

6.

Refocusing:

Attention focuses on impact of
in his/her immediate sphere of
on relevance of the innovation
of student outcomes, includinq
and chanqes needed to increase

the innovation on stddents
influence. The focus is
for students, evaluation
performance and competencies,
student putcomes.

The focus is on coordination and cooperation with others
regarding use of the innovation.
The focus is on exploration of more universal benefits
major
from the innovation, including the possibility of
alternative.
powerful
more
with
a
replacement
or
changes
the
Individual has definite ideas about alternatives to
proposed or existing form of the innovation.
(Hall .George, and Rutherford, 1979,

p. 7)
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pact of SIMs on students (Conseqeunce) or on collaborating with others

(Collaboration) to improve that impact.

Ten are concerned with explor-

ing major changes in SIMs or in replacing them completely.

dix

F

for

a

(See Appen-

complete list of concerns for each subject.)

Levels of use/stages of concern

.

A comparison of the analyses of both

the Levels of Use and the Stages of Concern provides insight into the

This comparison is high-

concerns particular to users or non-users.

lighted in Figure

which presents the number of users and non-users

7

at each Stage of Concern.

Concerns/users

Initially, it is interesting to note that, al-

.

though using SIMs, 8 of the 16 users are concerned about SIMs at levels

below those indicative of institutionalization.
still

Four of these 8 are

concerned about seeking information (SoC-1) and

cern at all

(SoC-0).

have little con-

3

One is concerned about the effect use will have

on her personally (SoC-2).

Five of the remaining 16 users are concerned

in their use
about refocusing which could include making major changes

of SIMs (SoC-6) or even seeking alternatives to SIMs.

Only

3

users are

represents conconcerned about the impact SIMs have on students which
cerns at an institutionalization level

Concerns/non-users
dicates that those

5

.

Secondly, an analysis of the

non-users in-

41

all
at the Refocusing Stage (SoC-6) are

former

that they have actualIndeed, they have made such major changes

users.

ly terminated their use of SIMs.

(SoC-0)

(SoC-4, 5).

,

5

are past users,

5

Of the

are not, and

11

1

at the Awareness Stage

had never heard of SIMs.

(SoC-1), only
Concerning those at the Information Stage

3

are past
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users, 12 are not, and 4 had never heard of SIMs.

A majority of the

past users therefore, are at Stages of Concern in which little or no

concern for SIMs is indicated.

quence Stage (SoC-4) and another

Only
1

1

former user is at the Conse-

at the Collaboration Stage (SoC-5).

The implication of these results will be discussed further in the factors analysis section of this chapter.

Social system support

As described previously in Chapter III, the in-

.

dicators in this study of social system support were the financial,

personnel, training, material and personal support given to SIMs by

representatives of the N.T.T.C. administration, its Board of Governors,
the Instructional Materials Resource Center (IMRC), and the Ministry of

Education.

Following is the analysis of data on each of these indicat-

ors collected from the responses by representatives of the foremen-

tioned organizations to the Social System Support Interview and SoC

Questionnaire as well as from documentary reviews.
Financial support

.

To understand the current financial support

for SIMs, it is necessary to examine first the overall

of N.T.T.C.

As stated previously in the historical

funding system

review section of

N.T.T.C.: the Basotho
this chapter, two sources of funding provided for

government and donor agencies.

As of the Spring of 1982, these donor

the United States'
agencies included UNESCO, the British Council, USAID,

Peace Corps, and the Danish and Irish governments.

Monies came directly

while in-kind funding such as
from the Basotho government and UNESCO,
from the other agencies
personnel, materials, and fellowships came
1 i

sted.
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Neither in interviews nor in any

current documents reviewed were

any budget line items (Basotho or donor) devoted specifically to the

cost of SIMs.
.

According to one administrator at N.T.T.C., there was

.no budget

for SIMs nor for other instructional materials" (NL-C).

Another administrator stated that there was
College for SIMs" (NL-B).
as for funding, there was

".

.

.no money

from the

A third offered a more moderate view that,
".

.

.

none today for SIMs except printing.

Money could be found from the College if someone wanted to print one"
(NL-A).

N.T.T.C. received its cash flow monies from the Basotho government
in

conjunction with direct funds from UNESCO.

ning dry at the time of this study.
-58. 00R (Dl, January 27, 1982).

Both coffers were run-

Operating costs as of January were

The Basotho government's financial

support of N.T.T.C. was so tenuous that the opening of the Spring 1982

semester was postponed by
end of the semester,

a

a

week due to financial problems.

At the

Tri-partite Review conducted by UNESCO deter-

mined that its funding of N.T.T.C. would cease as of December, 1982.
According to

a

representative of the Ministry of Education interviewed

by the researcher on the question of finances for SIMs,

It

is diffi-

cult from this point [of time]" (NL-K).
No data concerning the financial

support of SIMs were obtained

of Governors reprefrom the three current members of the N.T.T.C. Board

senting that body.

SIMs
None remembered discussing anything regarding

year 1981-1982.
in their meetings during the academic

The fact that

by the governing board is
SIMs were never discussed during this period
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a

revealing piece of data in and of itself.

Training support

None of the subjects interviewed on this topic

.

stated that any current training was going on or being considered for
SIMs at N.T.T.C.

One administrator stated: "The problem is that we

haven't identified training on SIMs as such.

For overseas study, one

can train in SIMs but we're not necessarily telling them to do this"

and "There's no money here for workshops now" (NL-A).

despite the fact that
tained

a

This was stated

1980 UNDP Project Revision document (D40) con-

a

budget line item for $2,500 (US) for training.

This reported lack was also identified by

who said that there were

.

.no

others in writing SIMs" (NL-J).
there were

".

.

.no

a

second administrator

special staff appointed to train

A third administrator agreed by saying

personnel for writing or training" (NL-C).

In none of the 1981-1982

Curriculum Committee (D2), departmental,

or faculty meeting minutes (Dl) was any mention of SIMs, let alone

training for SIMs, evidenced.

As for any SIMs'

orientation in 1981 or

said
1982 by N.T.T.C. administrators for new faculty, one administrator

there was
staff.

".

.

.no

formal orientation except in the Handbook for new

It's left up to him to get inquiries answered elsewhere"

(NL-J).

formalized on
Another administrator stated: "There's no orientation
SIMs.

The department takes initiative to explain SIMs"

Personnel support

.

(NL-A).

According to job descriptions read by the re-

expatriate advisers to
searcher (D43) N.T.T.C. personnel, particularly
the task of writing
departments and Senior lecturers, were assigned

SIMs.

as stated in the
However, three staff members of the IMRC which,
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historical review, had been printing SIMs up to the Spring of 1982,

stated that only

1

lecturer had written

a

SIM since 1979 (NL-L, M, N).

Only 13 SIMs, all of which had been written before 1979, had been published since then (NL-M).
Two of the

3

IMRC staff stated that they were committed to assist-

ing any lecturers in their use or writing of SIMs.
.

if someone came for professional

.

done"

(NL-L).

Another said he was

".

support then that would be

.

willing to do editing and as-

.

sisting from the beginning with faculty" (NL-M).
any plans to assist faculty at N.T.T.C.

ber stated:

"Not SIMs particularly

.

One mentioned

in SIMs,
.,"

.

When asked if she had
a

third IMRC staff mem-

but if N.T.T.C. staff wanted

help in general, she would be available (NL-N).

Material support

.

Despite the lack of financial support in the

form of monies, there was some evidence of indirect material support.

According to one IMRC member, if N.T.T.C. lecturers brought any SIMs
for printing, the IMRC would

".

.

.

usually charge materials' cost,

but if they gave us paper, we'll throw in the work" (NL-M).
An admi ni strator referred to "materials collected in the library"

(NL-B) as reference books for SIMs.
".

.

.

source of background material

Another mentioned that
is

a

USAID and the British Council

through books" (NL-A) on SIMs, but he did not know of any provided by
these organizations nor of any already in the library.

The researcher

checked the card catelogue of the N.T.T.C. library for resource books
on SIMs but did not find any listed.

Two general teaching technique

in the
reference books referring to SIMs were located on the shelves
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library.

Only one had been checked out by

5

people in the 1970's.

When IMRC left the N.T.T.C. campus in April of 1982 to be located

elsewhere, some paper and
room.

As one N.T.T.C.

a

Gestener Printer were left in the old, IMRC

admini strator stated, the N.T.T.C. budget through

the Basotho government did not include money for "paper and ink under

printing" (NL-J) so that SIMs could not be printed on-campus.

The fa-

culty minutes dated January 22, 1982 sadly report that the operating
costs of the College were -R58.03 (Dl).
Personal support

.

Of the previous 10 subjects interviewed on the

Social System Support Interview,
in order to assess their personal

9

were also given the SoC Questionnaire
concerns about SIMs.

plays the highest concern stage for each of the 9.

N.T.T.C. admi

ni

strators

dicates that these
others on SIMs.

5

1

Table

7

dis-

An analysis of the

and the IMRC staff's responses on the SoC in-

subjects were concerned about collaborating with

Two members of the Board of Governors were concerned

about information on SIMs, and one was interested in the consequences
SIMs had on students.

The Ministry of Education representative's high-

est concern was at the Awareness Stage.

Since this individual was one

of the original change agents, i.e. the first Director, but was cur-

rently in

a

terpreted as

very high position at the Ministry, this rating may be ina

preoccupation with other matters and

a

distancing from

SIMs despite an intimate knowledge of them.
data
As for other statements of support of SIMs by these subjects,

from the Social System Support Interview were enlightening.

Two of the

therefore
Board of Governors' members did not know what SIMs were, and,

TABLE

7

Stages of Highest Concerns for Individual
Representative Sources of Social
System Support
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could not comment on them.
them:

The third stated

a

strong commitment to

"People need self-directed learning" (NL-H).

The Ministry of

Education representative also stated his belief in SIMs:
a

"I

knew it was

very, very strong method of teaching" (NL-K).
As for the IMRC staff, the data on personal

One source stated

".

.

.

I've seen need guidance"

sively.

support were mixed.

one could learn by themselves but those [SIMs]
She went on to criticize them exten-

(NL-N).

A second source stated that his commitment had changed in the

past years: "We originally saw SIMs as
the faculty.

a

major point of contact with

We wanted them to be as good

currently, he felt that

".

.

.

cive to producing SIMs"(NL-L).

a

product as possible" but,

internal problems at NTTC aren't condu-

The third source stated that he was

still committed to helping faculty with SIMs (NL-M).

Of the N.T.T.C. admini strators

,

one stated that SIMs were

cellent but [except] for those struggling with
(NL-B).

A second said:

"I

a

".

.

ex-

.

language problem"

saw there to be good use for these if incor-

porated into the classroom" (NL-C).

The third was noncommittal

(NL-A).

To summarize his opinion of the personal support, the second adminis-

trator remarked that "There's no administrative support" (NL-C).
Summary of social system support

.

Examining the data analyses of

each social system support indicator, it is evident that

1)

financial

support is currently nonexistent although proposed on paper in 1980 as
is ap$2,500 for training during the year 1982, 2) training support

parent only in the advising by

2

of the 3 IMRC staff, 3) personnel

and to
port is limited to these same two IMRC staff members

a

sup-

contribu-

149

tion of free labor in the printing of SIMs, 4) material support as

stated as paper, ink and

a

Gestener printer from the College but the

reported deficit in operational costs as of January 1982 sheds doubt
on this support, and 5) personal

of the 10 representati ves

.

support is stated verbally by only

5

To summarize, four indicators (financial,

training, personnel and material) are minimal.

One (personal) is mixed.

The data conclude, therefore, that the social system support for SIMs
at N.T.T.C.

is at a low level.

Composite institutionalization level

.

As stated at the beginning of

this section,

a

high level of institutionalization of SIMs would be in-

dicated by

a

majority of N.T.T.C. lecturers using SIMs according to

1 )

the Configuration Pattern Checklist at either the Routine Level alone

or at the Mechanical and Refinement Levels collectively, 2)
of lecturer concerns beyond the Management Stage, and 3)

of social system support.
deed,

a

Reviewing Figures

5

a

a

majority

high level

and 6 reveals that, in-

majority of lecturers is not using SIMs nor

is

concerned about

SIMs at what has been defined as a high institutionalization level.

stated in the summary paragraph on social system support, it too
rated at

a

is

As

not

high level

Instead,

a

minority of lecturers

is

using SIMs: 16 of the 57 lec-

turers (28%) at Levels 3, 4A, 4B, and 5; 14 of the 57 (25%) at the

Routine Level.

A minority of lecturers

Management Stage: 17 of the 57 (28%).

is

at concern stages beyond the

Only one (material) of the five

but its validsocial system support indicators is stated as existing,
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it y is questionable.

Thus, having determined that

low composite in-

a

stitutionalization level would be demonstrated when

2

or more of the

three indicators were low, it is reasonable to conclude that the status
of SIMs is at

low institutionalization level at N.T.T.C.

a

Factors Influencing the Institutionalization
Level of SIMs

In

SIMs'

order to expedite the analysis of those factors influencing the

level of institutionalization, the following discussion is divid-

ed into three parts:

identified and

a

1)

a

brief explanation of how the factors were

short listing of them, 2)

a

quantitative analysis of

the frequency of each factor and of the sources citing each factor, and
3)

a

qualitative description of those factors mentioned most frequently

and labeled hereafter as "critical

factors."

This qualitative descrip-

tion is supported by sample quotes from representative data sources.

Factor identification

.

As explained briefly in Chapter III, data on

factors were collected through numerous instruments including the Factors Interview, the Level of Use Interview or Questionnaire and the

Documentary Review Checklist.

The collected data were then codified

for "pieces" or phrases which indicated implicit or explicit factors.

These pieces subsequently were categorized according to the four sensitizing concepts of
and 4) social

1)

innovation, 2) adopter,

3)

innovation process,

system character!’ sti cs

Approximately 800 factor pieces were identified within the data
collected.

In

order to codify them according to one of the four sensi-
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ti

zing concept categories, the researcher conducted Patton's
"dialogue"

between the data and the four categories (1980,

p.

36).

It was

found

that all of the factor pieces did, indeed, fit into any one of the four

categories.

This was not completed, however, without some difficulty.

Various sub-categories within the four different sensitizing concept

categories appeared to overlap in their characteri sti cs

.

A discussion

of this dilemma follows shortly.

Having codified each factor piece according to the four concept

categories, the investigator next sought verification of her analysis
by requesting that a second coder assess the data.

This second coder

analyzed data from 12 of the 57 LoU and Factors Interviews.

The corre-

lation between his analysis and that of the researcher was .83.

Table 8 lists the factors identified by the analysis just described.

These factors are listed according to the four sensitizing

concept categories and the 38 sub-categories or general themes among
these four.

Where appropriate, paraphrased examples are included to

represent the sub-categories.

It

is

necessary to repeat that the

identification of these sub-cateogries was not completed without raising

particular questions, especially as to the external heterogeneity or
difference between the four sensitizing categories.
For example, there appeared to be an overlap between the innova-

tion process and social

system categories within the sub-cateogry of

administrative factors influencing the current institutionalization of
SIMs.

Should these be identified as innovation process factors in the

1980-1982 institutionalization period under development or should these

TABLE 8
Factors According to Categories and
Sub-Categories
Concept

Cateaories

Sub-Ca teao

Paraphrased Examples

ri es

1

1

1

!

A.

Writing Style

B

Reading-Based

Simple enough

1.

Too easy 2.

1.

Too reading based

1.

SIMs promote:

3.

Not written well

!

.

r

^

a.

i

c
<S)

C.

Purposes

0.

Content

Positively reading-based

learning by doing b. learning oy self
sel f-paci ng
d s e f-motivation
.

1

SIMs relace, support or supplement
b.the textbook
a. the teacher
c. the classroom topics
time-savers
3. SIMs act as

2.

cc

£
<
or

.

2.

-

CJ

o

1.

Irrelevant, out-of-date

3.

Many topics able to be covered

1.

Booklet format including objectives.
activities, sel f-checks .etc
Pictures, graphs, etc.

2

.Theoreti cal

/

Practi ca

<t

>
o
Format

E.

2.

Reactions

!

Readers vs. non-readers 2. Studious vs.
non-studious 3. Like vs. dislike

F.

Students'

A.

Orientation Reaction

2.
I.

Like vs. dislike

B.

First-Hand Knowledge

1.

Lack of vs. thorough knowledge of SIMs
pre-NTTC ) experience with SIMs
Previous
as a teacher

1.

1.

2.

C.

Second-Hand Knowledge

2.

Included vs. Excluded

(

experiences as a stuaent
primary, secondary, or tertiary)
Pro-SIMs vs. Anti-SIMs

1. Own educational
(

2.
<->

0.

Educational

Philosophy

2.

Subjective statements about own philosophy
5rjj- jn^j^ndent learning vs. Anti - ndepen-

1

NTTC-based training

1.

CtL

i

<—

<
<
X<—)

E.

Training in SIMs

F

Personal

.

a:

CL

.

Feel

l

ngs

8
<

1.

2.

G

.

Abi

1 i

ty

Cares vs. doesn't care about SIMs
Looking or not looking for information
about SIMs
Knowledge to use or write SIMs

Comfort

H.

Conti nued

Other Obligations

or discomfort with own ability

Preference for or committment to other
teaching method at NTTC
2. Job description statements
1.

—-
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A. Original Introduction/
Oecl S on-Mak ng

B

Development

.

1.

Reaction to original decision-making and
introduction

1.

International vs. national involvement
Production problems- cost, timing and
amount expected

1

1

2.

—
—

I

tn

I

2

j

C

Trai ni ng

.

3.

Consultancies
Counterparts

1.

Personalities

1.

Facul ty Meeti ngs

2.

T

Change Agent

D.

Actions

2.

3.

Perceptions

i

i
i

E.

Evaluation

A.

Oeci si on -Maki ng

1. By Whom?

B.

Development

1.

jl. Lack

of vs. reports 6f

!
i

2.

International vs. national involvement
support
Production problems
3. IMRC

Training

1.

Consul tani ci es

Change Agents

1.

Personalities

E.

Transition

1.

Changes between periods of CTA's, Directors,
International Advisers

F.

Evaluations

1.

Reviews

A.

Development

1.

B.

iraimng

1.

Consultancies

C.

Facilitators' Roles

1.

Who? 2. Counterpart relationships

0.

Evaluations

1.

Reports

Int roduct i on

I.

Faculty being informed initially upon

C.

<£

a»

o

o

)

How made?

2.

3 0.

i

2.

Faculty Meetings

2.

2.

Roles

Reports 3. Revisions

i

Administrative Support 2. Costs 3. Writing
Committments by whom? A. IMRC suogort__
2.

Faculty Meetings

i

i

E

.

.

2.

Reviews

employment

Work

A.

1

1

.

Teaching load 2. Advising load
Responsibilities

3.

In-service

j

lack of time statements

B.

Time

1.

C

Mo^aTe

1. Lack o§

i

i

.

2.

D.

Administrative Support

E.

Avai

o

1 i

bi

1 i

ty of SIMs

2:

i

Lack of administrative interest 2. Lack
of administrative leadership on SIMs
3. Changes in staff positions 4. Lack $f
policies on SIMs
1.

1.

Lack vs. presence of SIMs

2.

Place for SIMs within library or department

31 Theft of SIMs

Ln
>un

O
S)

interest in College

Distress with apathy at College

F.

Staff Shortage

1.

Lack of enough lectueers 2. Lack of advisers

G.

Class Size

1.

Increase in student enrollment

1.

Lack of or Access to other materials

H.

Non-Avai

1 i

bi

1 i

ty of

Qther Teaching Materials
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be classified as social

system factors in the sub-cateogry labeled as

administrative support?

It was decided that those factors concerning

material support such as finances, training, etc. would be left in
the

innovation process category and those concerning personal support such
as attitudes or policy-making would be left in the social

system cate-

gory.
A second problem area was in the coding of comments by sources

about students'

reactions.

be placed within the social

Initially, it was thought that these should

system support category.

However, in re-

examining the data, it was found that these reactions were reported not
by the students themselves but by faculty or administrators who were

commenting on the characteristics of SIMs and how these faculty felt
students viewed SIMs.

Thus, such comments were assigned to the innova-

tion characteristics category.

Quantitative analysis of factors
factors focuses on
2)

1)

.

The quantitative analysis of these

the frequency at which factors are mentioned,

the type of influence (positive or negative) which factors are cited

as having on the use of SIMs, and 3)

identifying factors.

the number and type of sources

Following are two tables and

brief description

a

of each table which present the quantitative analysis of factors in-

fluencing the institutionalization of SIMs.
Factor frequency and type of influence

.

Table

9

displays at

length the frequency at which each factor category and its sub-categories were mentioned by sources, both human and documentary.

These

TABLE

9

Frequencies of Factors Cited by Sources 3
According to Type of Influence
Factors
1
Innovation
Characteri sties

.Total

Yes To Use

Yes Not To Use

Yes io Use/
Not To Use

.

a

190 +

7

Writing

34 +

l

Reading

9

a

59 +

4

+

l

a

Purpose

61 + 2

Content

29

+

2

Format

21 +

l

Student
Reaction

37 +

l

Adopter
Characteristics

a

84 + 3

47
a

6

15

6

1

0

3

13

a

45 + 2

12

a

a

10

8 + 2

10

8 +

5

a

11

a

a

+

5

s
I

3

l

24

8

2.

Orientation
Reaction

160

62

70

28

3

3

0

0

1st Hand

Knowledge

13

3

10

0

2nd Hand
Knowl edge

33

21

11

1

Philosophy of
Education

27

23.

3

1

4

3

1

°

Personal
Feel ings

47

9

17

21

Ability to
Use and Write

14

0

11

3

Other Teaching
Obligations

19

0

17

2

Training in
SIMs

Innovation
Process

3.

A.

Initiation
1975-1977

Decision
Making

191

+ 91

a

27 + 46

a

12v+ 16

95 + 26

22 + 5

3

29 + ll

Training

22

+

5

Change Agent

18 +

4

+

l

l

2

a

+

a

5

a

a

5

5

2

4

o +

i

a

a

5

a

a

a

Development

Eval ua tion

a

a

a
J

a
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+ 31

70

+

16

+

a

6

a

16 +

9 +

14

a
4

a
4

3

a

24 +

2

a

3

16

1

14

2

5

0

4

Table 9

continued

-

B

Impl ementa

.

a

+ 56

34

1978-1979

DecisionMaking

2

*

8

Development

8 +

16

Training

9

+

9

Change Agent

8 +

7

Transition

7

*

ll

Eval uati on

0

20

0 *

3

2

+

3

2

-

5

a

+

8

0 *

2

0

+

2

0

r

3

8

+

4

a

6

*

5

-

l

6

*

4

6

*

6

5

0

+

i

41*

6

0 *

2

*

5

a

a

0

5

0

a

a

l

0 *

i

*

l

a

a

a

a

*

2

a

a

a

10

a

a

‘

0

Institution
a

+

61

1980-1982

9

Development

18 +

2

Training

12

*

2

10

+

Faci

1 i

tator

20 +

l

l

0

+ 2

3

+ 0

a

Introduction
Social

Syste

*

8

Work

20

+

l

Time

29

+

l

7

+

4

Administrate ^
Support

+

1

+ o

o

+

+ 0

Staff
Shortage

17

+

Class Size

11

+

l

*

2

a

a

19

*

0

a

12

*

3

6

*

2

0*

4

+ 0

6

+

a

a

|

2

2

+ 0

-1

1

*

2

0

10

2

16

0

0

l

a

o

0

Material

*

*

+

+ 0

0

a

*13

7

2

a

1

l

26

a

a

8

1

*

1

a

o

Non-Availabil
ity of Othei

+

13

0

o

2

21

9

100

a

a

Availability
Of SIMs

l

a

a

a

17 *

*

10

a

5

3

1

9

3

d

a

a

Mora

l

3

20 + 0

130

+

a

a

,

'

Support

5

12

a

a
3

2

0 * o

i

*

1

l

a

a

Evaluation

3

a

a

a

a

Role

a

a

a

a

*

2

a

a

a

a

A.

+

a

a

•

25

a

a

a

C.

a

a

+28

7

4

0

a
1

a

a

0

3

a
1

a
1

o

1
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sources are identified as either human or documentary because of the

noticeable difference in the factors they individually stressed.

For

example, factors within the innovation characteristic category were mentioned by

a

total of 197 sources, only

7

of which were documents.

Fac-

tors supporting SIMs within this category were mentioned by 87 sources,
3

of which were documents.

This differentiation is noted throughout.

What is particularly significant about Table

9

is

the frequency at

which specific general and sub-category factors are mentioned.

For ex-

ample, according to the lecturers and non-lecturers, factors within the

innovation characteristic and innovation process categories were cited
most frequently.

However, if documentary sources are added, then the

innovation process category gives evidence of the most frequent factors
What is also evident in this analysis of frequency is the type

cited.

of influence each factor demonstrated.

having

a

Some factors were cited as

positive influence in the sources' opinion as to the use of

SIMs at N.T.T.C.; other factors were cited as inhibiting the use of
SIMs.

Some demonstrated both influences.

Examining Table

9

for those

factors which support the use of SIMs, the reader will find that those

within the innovation characteristic category are most freqeuntly cited
by lecturers and non-lecturers.

gory are least mentioned by them.

Those within the social system cateIf documents are added, then the in-

but
novation process category increases the number of positive factors,

characteristic catestill does not contain as many as the innovation
gory.

SIMs, those within the
As for the factors inhibiting the use of
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innovation process category are most frequently mentioned
by both human
and documentary sources and those within the innovation
characteristic

category are least mentioned.
a

Factors which were cited as having both

positive and negative influence on the use of SIMs at N.T.T.C. were

found most frequently in the innovation characteristic category and
least frequently within the social system cateogry.

Sub-category frequencies also add insight into the analysis of factors influencing the institutionalization of SIMs.

It is

to note in Table 8 that the purposes of SIMs, included as

interesting
a

sub-cate-

gory factor within the innovation characteristic category, are men-

tioned most frequently (N=45 +
SIMs.

a
2

)

as positively influencing the use of

The factor of time within the social system category was men-

tioned most frequently (N=26 +

a
l

)

as inhibiting the use of SIMs.

Other

sub-categories of factors which are most frequently mentioned, and
which will be referred to forthwith as critical factors, include the

philosophy of education in the adopter characteristic category (N=23)
and second-hand knowledge (N=21).
(N=24 +

2

a
)

The initial development of SIMs

within the innovation process category and the students' re-

actions within the innovation characteristics category (N=24) are also
cited frequently.

Sources and types

.

Table 10 displays the frequency of factors in-

fluencing the institutionalization of SIMs according to the source
which cited the factor and how each factor influenced the source.

For

example, regarding the sub-category factor or critical factor of philos-

ophy of education within the adopter category, the table displays that
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TABLE 10

Frequency of Sources According to Factors
and According to Type of Influence

INHIBITING

SUPPORTIVE
Non-User

User

rot.l

factors

N on-lect.

Document

80TW-

i

Non-User Non-Lect. Oocument

User

Total

Non-User

User

Total

Non-lect.

Oocunent

Innovation
Characteristic

.

12

6

0

4

2

0

16

3

9

3

l

nq

3

4

4

0

0

l

0

l

0

0

0

Peadlnq

0

0

13
11

Wrl

t!

5

6

l

0,

0

0

0

Purpose

47

12

19

14

2

3

0

3

0

10

0

3

l

2

2

10

7

0

Content

9

3

4

l

3

0

0

1

24

15

5

0

8

3

5

format

10

2

5

3

0

6

3

2

0

l

0

0

0

0

l

0

0

2

0

0

0

0

3

0

0

10

9

0

0

0

0

0

1

2

l

3

l

0

Student React.

*

0

Adopter

.

Characteristic

1st Hand Know.

Know.

2nd Hand

13

0

0

11

2

2

0

6

7

21

3

0

3

0

0

l

0

1

0

0

0

0

0

0

0

l

0*

1

0

0

21

6

14

1

0

0

2

0

0

23

3

IS

0

0

Trai ninq

3

2

l

0

0

Personal feel.

5

4

0

0

17

4

13

9

3

3

0

0

11

2

ty

S

3

Abil

Other Obi iqat

0

0

3

13

l

7

17

3

Phi

1

osophy

1

0

l

2

Innovation
Process

3.

Initiation

A.

1975- 1977

Oecis ion-Hak

m<

0eveloo«*ent

3

20

11

l

0

1

1

l

5

4

7

12

1

5

2

0

S

1

26

7

16

3

3

10

0

l

S

14

2

l

11

0

l

4

0

10

2

0

3

Chanqe Aqent

6

1

0

l

Eva luatlon

2

0

0

l

0

0

0

3

S

0

3

11

l

l

6

l

3

0

0

12

l

3

l

2

6

1

0

2

9

l

0

0

4

12

0

2

4

6

0

0

0

l

Tra ini nq

3.

2

0

l

0

0“

0

1

0

0

0

2

0

0

0

0

0

0

2

0

5

1

Imo ementatlor
1

T978- 1979

OecJsion Makinc
Oeve lopment

Traintqq

C.

Chanqe Aqent

2

0
0

0

l

Transl tlon

5
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of those 23 sources which cited this factor as supporting the use of
SIMs at N.T.T.C., 8 were lecturers who were users, 15 were lecturers

who were non-users, none were non-lecturers (administrators, Board of

Governors' members, etc.), nor documents.

Of the 3 which cited this

factor as inhibiting the use of SIMs, none were lecturers who used SIMs
nor were they non-lecturers or documents.
did not use SIMs.

Indeed,

3

were lecturers who

The one source who stated that his/her philosophy of

education influenced him/her both to use and not use SIMs was

a

non-

user.

Despite its detail, several insights or questions may be drawn

from

a

guided perusal of Table

10.

Focusing, for example, on the user/

non-user columns, the reader may notice that the frequency of factors
within both the innovation characteristic and the adopter categories
often demonstrate that non-users are equally prone to identify the same

factors supporting the use of SIMs as do users.
In

contrast, concerning the factors inhibiting use, users and non-

users tend to disagree in their identification of factors.

Non-users

identified more frequently than users factors within the social system
category, particularly time and the non-availability of SIMs.

Non-

users also mentioned factors within the adopter characteristic category

more frequently than users.
What is most striking, though, is the similarity between the two
groups in their citing of factors within the innovation process and
social

system categories.

Few of either group mention any supporting

factors; most mention those which they find inhibiting.

The only sub-
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category factor for which this is not evidenced is that of work.

Ap-

parently, some users feel that their workload at N.T.T.C.
influenced
them to use SIMs, while most of the non-users feel the exact
opposite.

Certainly, the factor of time is considered equally by both groups as

inhibiting the use of SIMs.
A summary examination of Table

are mentioned frequently by all

10

indicates that various factors

sources.

For certain, non-lecturers

identified with lecturers in seeing the factors of the innovation char-

acteristics as supportive of use and those factors within the innovation process (particularly during the initiation period) as inhibiting.

Non-lecturers also tended to agree with the lecturers as to the inhibiting influence of certain social system factors.

While the documentary

sources mentioned more factors within the innovation process category
than other sources, this should be expected since most were reports on
the progress of the College's development.

Nonetheless, the type of

influence those factors had on the use of SIMs differed considerably
from those types mentioned by the human sources, particularly during
the initiation and implementation periods.

On the whole, documents

cited more supportive factors than did the human sources.

(Discussion

of the implication of this follows in Chapter V).

Summary

.

In

reviewing Tables

9

and

10,

data analyses support the fol-

lowing conclusions:
1.

Four general factors influence the use of SIMs at N.T.T.C:
the characteristics of SIMs, the characteristics of the adop-
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ters at N.T.T.C., the innovation process from 1975 to 1982,

and the current social system within which SIMs exist.
2.

Lecturers, non-1 ecturers
in

the two general

,

and documents identify factors with-

categories of innovation characteristics

and innovation process as being the most influential in the

institutionalization of SIMs.
3.

Lecturers and non-lecturers most frequently mentioned factors

within the category of innovation characteristics as supporting the use of SIMs.
4.

Lecturers and non-lecturers most frequently mentioned factors

within the category of innovation process as inhibiting the
use of SIMs.
5.

When factors identified by documents are added to those men-

tioned by human sources, the category most frequently mentioned
as supportive of SIMs is that of the innovation characteris-

tics.

The most inhibiting is the category of innovation pro-

cess.
6.

Factors identified within the social system category are seen
as least supportive of SIMs and those within the innovation

characteristics category are seen as least inhibiting.
7.

The following sub-category factors, entitled critical factors,
are cited by sources as the most supportive of SIMs:
A.

Purposes of SIMs

B.

Philosophy of Education

C.

Second-hand Knowledge
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8.

The following sub-category factors, entitled critical

factors,

are cited by sources as the most inhibiting of SIMs;
A.

Initiation Period
i.

ii.

iii.
iv.
B.

Social
i

ii.

iii.
C.

i.

Time
Availability of SIMs
Administrative Support

Writing
Student Reaction

Adopter Characteristic
i.

ii.
9.

System

Innovation Characteristic

ii.
D.

Decision-Making
Development
Training
Change Agent

Personal Feelings
Other Teaching Obligations

Users, non-users, and non-lecturers generally tended to identify similar factors which supported the use of SIMs but disa-

greed concerning those factors which inhibited the use of SIMs.

Qualitative summary

.

The qualitative summary of data which follows is

composed primarily of quotes from human and documentary sources representing critical factors influencing the current institutionalization
level

of SIMs.

attitudes which

Critical
1)

factors are defined here as those actions or

were identified by

(N=14), 2) were indicative of

a

tionship between factors, and

3)

a

substantial number of sources

"primary cause-secondary effect" relawere mentioned consistently by sources

regardless of their roles or length of exposure to SIMs.
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The reader will find, for example, that one critical factor is the

procedure by which SIMs were developed during the initiation period
(1975-1977).

Twenty-six (N=26) sources reported that the writing of

SIMs by expatriates rather than by Basotho inhibited the use of SIMs.

This factor is considered

a

primary-cause factor.

It is considered as

such because the consequent impact of this development procedure was

that some sources 1) found SIMs to be written in an inappropriate style
(N=16) and 2) felt a personal

resentment or apathy toward SIMs (N=17).

These are considered as secondary-effect factors.

While both primary

and secondary factors are contained within the rubric of critical fac-

tors, their uniqueness and their interdependency must be recognized by
the reader in order that

a

wholistic evaluation of SIMs may take place.

This qualitative summary is divided into two parts: the first pre-

sents the eleven (11) critical

factors cited as inhibiting the use of

SIMs and the second presents the three (3) critical

supporting the use of SIMs.

factors cited as

The number of sources identifying each

critical factor is stated before the discussion and

is

divided into

human (H) and documentary (D) categories as cited in Table

Factors inhibiting the use of SIMs

9.

.

INNOVATION PROCESS

Initiation: 1975-1977

Decision-making and introduction: H-16, D-4
cal

.

As stated in the histori-

review of SIMs, the decision to select them as an instructional

method was made by the first CTA and the first Director of N.T.T.C.

165

These two discussed SIMs with

a

second UNESCO adviser and his Basotho

counterpart, presented the idea to the Curriculum Committee and the
faculty, and finally proposed it to the Board of Governors as

a

policy.

At no point in this research was it found to be documented nor cited by

human sources that the national Basotho staff were fully included in
this decision-making.

Instead, data from members of the original staff indicate that

Basotho felt excluded.

A current admini strator who was at the College

during this period stated: “The decision
from us.

It

emanated from our advisers

and Britain" (NL-A).

bluntly said that

".

.

.

.

.

didn't really emanate

.

.

many people from the U.S.

One of the original, and current, lecturers
.

perts, not the Basotho"

.

the powers that be decided: CTA and expat ex(L-13).

Other data describe the method by which SIMs were introduced.

As

quoted in the historical review section of this Chapter, the Director
said that he had to "twist" arms (NL-K) and the CTA mentioned that he
had to "control" staff into SIMs.

Commenting on this exclusion from the decision-making process and
on the pressure tactics of the administration, data sources indicated

feelings of resentment toward both actions.

remarked

"...

thrown on you

As one original

they [SIMs] weren't introduced.

..."

(L-13).

lecturer

They were just kind of

Another source observed that "One of our

weak points at this time was that the whole lot [of innovations] were
imposed"

(NL-D).

Representatives from both the Basotho and international staff
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stated that they also found it difficult during this time to voice

their concerns about SIMs.

Consequently, they reacted to SIMs with

either silent resentment and/or passive acceptance.

Several statements

reflecting these attitudes follow:
People who had negative ideas weren't able to muster themselves to refute him the CTA
the Basotho were fearful (NL-X).
.

.

.

There was some resentment here at the College about the
general approach and the way things were introduced.
So
we weren't really keen to catch up on anything talking about
self-instructional materials (L-41).

The Basotho staff not knowing much about teacher training
didn't know better and so accepted at first but never
really accepted (NL-D).

Concern was indicated by several sources about the amount of innovations introduced initially along with the SIMs.

remarked that:

"I

think there were so many innovations that one was in-

clined to feel that
(L-22).

helped"

I

can't cope with learning all these innovations"

Another mentioned that

to begin with.

(L-21).

A Basotho lecturer

"...

there were too many new things

If we had taken them step by step

...

it would [have]

The impact of these feelings on SIMs was reflected in

the remark that "There were so many new things for Basotho staff that
the first thing to be shirked off were SIMs"

Development: H-24, D-2

.

(NL-X).

As stated in the historical

review, the pro-

cedure for developing SIMs was that international or expatriate staff
would be responsible for writing SIMs after collaborating with national
staff on the content.

National

staff were encouraged to write SIMs but
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were held primarily responsible for classroom teaching (DIO, D43).
Data demonstrate that this procedure caused a considerable amount

of resentment on the part of the Basotho staff.
then, often cited as

a

This resentment was,

factor influencing the current status of SIMs.

First, the assumption upon which this procedure was based was found to
be offensive.

As a Basotho lecturer stated:

... it was assumed that Basotho staff were only learners
and expatriates were advisers, but they did more than just
advise.
They would think they were advisers and knew everything.
They didn't consider whether Basotho could do it.
Sometimes they took it for granted that they could write.
There were clashes between some ex-pats and Basotho (NL-V).
Secondly, the manner in which the procedure was carried out of-

fended the Basotho.

One expatriate lecturer involved in the actual de-

velopment pointed out that:
It was made known to the Basotho that expatriates were experts
you [Basotho] are teachers; let us expats develop
materials for you to use in the classroom.
It was them and
We'd meet with the CTA as expatriates.
An enormous gap
us.
developed.
He would put up a memo on the board announcing
an expat staff meeting.
The local staff was not interested
because of this (LS).
.

.

.

Thirdly, several Basotho mentioned that they were excluded from
the selection of SIMs content.

One lecturer stated unequi vocably that:

"In writing of the SIMs, there was not any collaboration

...

in

the

department on the content of SIMs" (L13).
Whether excluded from actually writing SIMs or from advising on
their content, several sources were also critical of this development

procedure because of its impact on the quality of SIMs.

These sources

stated that, in their perception, the expatriate staff didn't under-
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stand the Basotho student or curricula and, therefore, couldn't develop
SIMs appropriate to N.T.T.C.

One lecturer referred to the:

cultural differences on the part of those who were
involved in establishing the college, between expatriates
and students
when it came to writing, he/she couldn't
have known for whom he was writing, their level or standard
.

.

.

.

.

.

(NL-V).

Another mentioned that:
There was a resentment between expats and nationals
that those writing weren't teaching and didn't know the
people for whom they were writing (L13).
.

A third Basotho lecturer suggested that "The ideal

been for us to write them.

.

.

thing would have

We know the type of student and level"

(L31).
A final

criticism mentioned by sources of this development pro-

cedure concerned the speed by which SIMs were expected to be, and were,
As stated already in the historical

produced.

quoted within the minutes of

a

review,

lecturer was

faculty meeting as commenting

quantity did not surpass quality" (Dl, February

9,

".

.

.on

She hoped that

the speed with which the units were being produced.

is again

a

1976).

This concern

mentioned in the consultancy report of the UNESCO adviser who

conducted the 1977 SIMs workshop.

The report states:

fears about the quality and purpose of SIMs were real
With the advantage of hindsight, it is an
and justified.
inescapable conclusion that the rapid large scale and diversified introduction of self-instructional materials was
ill-advised ... a good deal of work had to be done to
raise them to an appropriate standard (D18).
.

.

.

Training: H16
formal

.

Between 1975 and 1977, various forms of formal and in-

training were proposed for N.T.T.C. staff by the administration.
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These included information dissemination sessions at faculty meetings,

counterpart discussions and formal workshops.

Data collected from both

Basotho and expatriate sources indicate that most of these activities

focused on upgrading the skills of the developers, i.e. expatriates
and not on assisting the users or potential developers, i.e. Basotho.

While this was not evidenced in documents as the direct intention of
the administration, it became an unavoidable consequence in light of
the different roles Basotho and international staff were assigned in

relationship to SIMs.
Evidence of this consequence is that both Basotho and expatriate
sources cited a lack of training as

status of SIMs.

One stated:

a

factor influencing the current

"We didn't have a serious time in order to

really understand the idea why we use SIMs, how they are used, and how
they were written"

(L31).

Another summarized by saying "[We] just

haven't had any experience and training

...

so we don't use them"

(LI 3).

This is not to say that training was not offered.

What the data

indicate, however, is that this training was perceived by sources as

inappropriate for them.

The following sample quotes present descrip-

tions of and reactions to these training activites.
First, regarding the discussion of SIMs at faculty meetings, several

sources remarked that these discussions were more lecture and pro-

duction-oriented than training-oriented.

One original

trayed these faculty meetings as times when:

lecturer por-
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[the CTA] gave a few marathon three-hour monologues
(called 'seminars')
about how people might write SIM
and what they might use them for; but he never
defined
any systematic criteria other than those derived from an
imaginary production line (NL-U).
.

.

.

.

.

.

.

.

.

Minutes from these meetings give evidence to support this portrayal.
Several

(Dl, November 17, 1975; January 26, 1976; February 9,

1976;

May 5, 1976 and August 9, 1976) record that the SIMs "rate of production" was discussed more often than their purpose or method of use.

Counterpart discussions, another form of training, were not considered productive.

An original

lecturer remarked with regret that:

Theoretically, it was an excellent idea.
In practice
there was not the full support and the individuals got
their roles mixed up.
Unfortunately, expats spent
more time in classrooms than they should have (NL-Q).
.

.

.

A Basotho lecturer observed that:

"They [international staff] were sup-

posed to help us, but it didn't happen because of time.

You were

teaching too much" (L31).
The only formal training during this period was cited as not being
wel

1

-received by the Basotho staff.

shop conducted by

a

workshop was

"...

ment of SIM,

.

eral

.

.

This activity was the 1977 work-

UNESCO consultant.

Although the purpose of the

to assist the multinational

staff in the develop-

the organisation of the writing of SIM and the gen-

strategy for the use of the materials were considered" (D18).

Data from sources who attended the workshop reveal that, again, the de-

velopers of SIMs were the primary recipients of any training.
For example, a Basotho participant remarked that the content of

the workshop was inappropriate for her:
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I
think the most important thing [was] to explain the importance of self-instructional materials
[instead]
he spent most of the time showing us how to go about the
techniques and references
if you have not been won
over [to] the idea of using SIMs, [you] don't take note
much of them (L12).
.

.

.

.

.

.

As a whole, the data concludes that the Basotho staff were disinterest-

ed in the workshop.

A current administrator remembered that:

Basotho attended
they didn't seem
groups, only the
[the consultant]

the
[consultant's] seminar but
enthused and were not involved.
In small
person who developed SIMs spoke to
(NL-B).

The follow-up for this training was also cited as meager, if ex-

istent at all.

There was

a

A lecturer reported

.

.

follow-up was sporadic.

nucleus of interest amongst those people previously in-

volved, only the expats"
".

"...

(L3).

Another source remarked that there were

only handouts, guidelines, nothing formally

after the training (NL-T).

It has

.

.

."

undertaken

already been mentioned in the his-

torical review that the suggestions offered by this consultant in his
final

report had not been followed as of

Change agent:

HI

.

a

year later.

As described in the historical

review and in the

previous critical factor sections, the first CTA and first Director
were major catalysts in the initial decision-making and introduction of
SIMs.

Data from both human sources and faculty meeting minutes suggest

that the CTA took on

a

greater administrative role than the Director in

the development procedure and training activities for SIMs.

No sources

reported that the personal attitudes or actions of this Director con-

tributed to the current status of SIMs at N.T.T.C.

In

contrast, how-
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ever, several sources remarked that the personality and actions of the

first CTA were influential.

Following are samples of these remarks.

The character descriptions of the first CTA are rather conflicting.
His ideas were labeled as "bright"

lent"

(NL-Q).

(L22), "important"

(L41) and "excel-

His advocacy of SIMs, and of N.T.T.C.'s development as a

whole, had incredible impact.

To have prompted a staff to produce 55

SIMs within the first year of

a

achievement.

college from one staff member (himself),

To have taken

a

no students and no curriculum to

college's existence is

a

definite

college with 12 staff members, 79

students and numerous curricula within

worthy feat.

a

a

year is even more of

a

note-

Data indicate, however, that the controversy around this

individual was that despite the often offensive manner of his methods,

they worked--at least in the short run.

As

a

Ministry of Education of-

ficial, related to N.T.T.C. during this time period, stated:
[the CTA] was
the UNDP Secretary said
'steam-rolling', but [it was] in the right direction.
Within a short time, a
We thought it was very good.
lot was done (NL-W)
.

.

.

Regardless of their efficiency, these actions were often not condoned.

Indeed, data portray these actions and the CTA, himself, as

autocratic.

Several sources cite him, rather than the first Director

or other expatriates, as the originator of SIMs.
[the CTA] who brought all

"It was

those things"

One lecturer observed

the ideas and told us all

(L31), and another remarked that "It was

dreams and hopes"

(NL-X).

one who "presided over"

[his]

This CTA is also described by sources as the

(NL-R) the development of SIMs, who (in his own
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words) had to

control

(NL-0) the writers, and who had these writers

"under the thumb" (NL-U).
Additional data portray him as an authoritarian.

For example, as

already stated, "People who had negative ideas weren't able to muster
themselves to refute him" (NL-X).

His leadership style was described

as affecting the entire College's environment,

such that:

The official psychology of the N.T.T.C. was narrowly, dogmatically, and unfashionably behavioristic; it had all the
defects of self-assured authoritarianism with none of its
redeeming clarity (NL-U).

Data within the previously discussed critical

factors demonstrate

the impact of this CTA's actions on the Basotho staff, particularly,

but also on the international

staff.

The policies he, to

tent alone, developed were often criticized by sources.

a

great ex-

At times,

these criticisms were voiced to the CTA at faculty meetings

(D1

,

Febru-

ary 9, 1976) or in memos (D4), but no evidence of his acknowledgement
was cited.

The data concludes that this individual was perceived as

major, or primary-cause, factor in the early years of SIMs.

a

As the de-

scription of critical factors continues, his impact on the future of
SIMs through secondary-effect factors will

be evidenced also.

INNOVATION CHARACTERISTICS

Writing: H15,

D1

The development procedure just described in which SIMs were written
by international

staff and not Basotho was identified in the introduc-

tion to this section as

a

primary, critical factor.

In

reviewing the
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data describing the writing style of SIMs, it became evident to this

researcher that due to this development procedure, the writing style
of SIMs was influenced.

Indeed, it was cited by sources as

a

critical

factor also.
First and foremost, the vocabulary of the SIMs was viewed by

sources as inappropriate.

One lecturer described in length her rela-

tionship to an expatriate adviser who wrote SIMs in her department and
how she found his work:
The first SIMs that were produced were by, I think, in
expert writer. ... In his students'
1975, one
presence we did use them a bit so that he'd be sure that
we had done it.
But after he left, we stopped using
them.
That is for the reason, one, that the SIMs were too
complex, so that even for us we had to refer to them now
and again to explain certain terminology (L12).
.

.

.

Another lecturer found that even the basic words were alien to students
and that students wasted their time trying to define them:
SIMs were written in
We have problems with language here.
And some of them
a language that is alien to the country.
Some of them may not except
[students] may understand.
that they usually turn to the glossary part which means
they often take a little longer time to read through the
SIM because of difficulties in understanding the language
(L15).
A third felt that since English was a second language for students that

these vocabulary problems were inevitable as long as SIMs were written
in

English.

She observed:

apparently, language is the biggest problem, English^
being our second language ... in which case, SIMs wouldn't
But otherwise, if we could somehow do away
work as such.
with this problem of language, the written language and
spoken language, then one would expect them to be of great
value (L33).
.

.

.

'
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Student Reaction: H24

Several sources related the factor of how SIMs were written to the

factor of student reaction.
.

.

Many felt that, as one lecturer stated,

the students have no idea what they're [SIMs] talking about.

They can't really use it" (L42).

Due to this, and often the content

topic, sources often said that students found SIMs
dull

and boring to them"

"...

very, very

(L12).

Primarily, however, sources which cited this as a critical factor

remarked that, culturally, students were not prepared to learn through
SIMs; for they were not accustomed to such an instructional method.

One

lecturer explains this observation in detail:

... in Africa, our students still feel they need the
teacher. ... I spent a lot more time on the SIM group
than on the group I teach mainly because they need me and
they need the human element
you just can't give them
the materials and say go and do it.
They still have to
have the personal influence.
You tell them what to do and
they feel not quite happy.
This is cultural (L20).
.

.

.

A second lecturer supported this observation in her comment that:

our students do not have enough confidence to read
Maybe it's because we are a verbal nation
and understand.
that we have to see and hear somebody to think that we really
assimilated it ... in the absence of contact, there are
some students who SIMs are not for at all (L21).
.

.

.

Other sources remarked that students became too dependent on SIMs
for information and were not encouraged to look elsewhere or to be in-

dependent

in

their thinking.

As one lecturer stated:

ed to make students lazy to do things their own way.

SIMs

".

.

.

tend-

They depended so

much on the SIMs that they could not express themselves from the SIMs"
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(L38)

Another remarked that SIMs could

.

"...

make narrow-minded

students sometimes if they are not used to reading to supplement the
SIMs"

(LI 4)

In

summary, due to the style in which SIMs were written and to the

students'

reactions as perceived by the sources, several of these

sources indicated that the characteristics of SIMs, per se, were factors influencing the discontinued use of SIMs.

The vocabulary was too

difficult in that it was either too wordy or alien.

The reactions of

the students were cited as either boredom or rejection.

SOCIAL SYSTEM

Time: H26,

This critical

D1

factor was mentioned most frequently by sources as

inhibiting the current status of SIMs.

Very simply, sources stated

that they did not feel there was enough time available at the College
for, primarily, the development of SIMs, but also for its use.

Most

data were brief statements such as "I don't have the time" (L2) or
".

.

.

there is that time factor

..."

(L37).

The sample data which

follow represent those pieces which describe why sources felt time was
a

factor.
Due to

a

shortage in staff and the increase in student enrollment

referred to in the historical review, many sources felt that they didn't
have enough time either to develop or to use SIMs.

As one remarked:

because of understaffing, we haven't developed any
My predecessor in our department developed a
more SIMs.
.

.

.
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few SIMs.
Even then she was able to do this because the
numbers [of students] were then very low.
But since
the College has grown, we haven't had time to develop
these (L22).
.

.

.

Another added that, as civil servants, faculty at N.T.T.C. were required to teach during their vacations which then restricted their time
to work on SIMs.

He stated that:

It is very difficult for one to find time to sit and really
try to think and organize learning material like that
teaching hours are so long.
Now during vacations we have
to do in-service ... so it's not been very easy to produce
anything (L24).
.

.

.

Most faculty referred to their workload as keeping them from using
SIMs.

One summarized by saying:

am so much overworked that I have no time to even be doing
I
there's absolutely no
any other thing out of teaching
time to spend on SIMs (L29).
.

Whether it be caused by

a

.

.

shortage of staff, the increase in stu-

dent enrollment, the status of civil service or the workload, this critical

factor was mentioned more often than any other as having

a

nega-

tive influence on the current institutionalization level of SIMs.

Availability of SIMs: H19

As with the data on the critical

factor of time, the data describ-

ing the availability of SIMs were simpl istical ly stated by sources.

Most merely stated that either "SIMs are not there" (Lll) or "We don't
have any"

(L12).

To confirm these observations, it is appropriate dur-

ing this discussion to refer again to Table

3

in

which the number of

access is
SIMs available within the library for teacher and student
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cited and to cite data from the SIMs Report Sheet (Appendix B).

Table

4

also indicates that many departments have

amount of copies for certain SIMs' topics.

a

very small

The Math, Professional

Studies, and Social Development Studies are three departments for which
SIMs on one topic are completely missing.

After collecting data on the

SIMs Report Sheet about each SIM, this researcher found that of the 199

topics covered by SIMs,

9

or less copies available.

covered by SIMs had

5

had no copies available, and 37 topics had

5

Thus, approximately one-fourth of the topics

or less copies.

Administrative Support: H16, D2

The historical review of SIMs and the social system support analysis of SIMs'

current institutionalization level both give evidence that

the current administration at N.T.T.C. has not recently supported nor
is

currently supporting SIMs.

Sample data within this critical factor

represent the sources' perceptions of support outside of financial, perThus, the following sample

sonnel, training or material commitments.

quotes describe the administration's policy and personal support.
For example, several

sources indicated that the N.T.T.C. adminis-

tration did not care for the future of SIMs.

"...

stated:

NTTC and IMRC, she doesn't care about SIMs.

very important to have more on

them

.

.

.

One lecturer bluntly

a

topic

they are not interested"

.

.

(Lll).

.

It's not

you come and you disturb
Some lecturers believed

that the administration didn't really understand SIMs.

One said:
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I
think it may be a lack of foresight on the importance
of SIMs.
That is, the administration is not aware [of]
how important these might be to students L56).

Another remarked that:
We had a seminar here on SIM.
This was 1977 or so and
there was quite a divided view on the SIMs.
Some of the
professionals felt SIMs are supplementary and they had
strong views about that.
And I've told you my view that
I
personally think the SIMs should replace the teacher.
So this makes it difficult.
I
have a class and I'm sitting
in my office and my boss comes and says: 'What are you
doing here? You should be teaching.'
That creates a problem (L20).

This lack of understanding was confirmed by other sources but re-

ferred to as

a

lack in administrative policy.

One lecturer complained

that:

There's no guidance as to how the College would like the
SIMs to be
there should be some -standing instruction
that this is what we expect.
There's nothing like that (L57).
.

A final

.

.

comment by one current lecturer represents the attitude

this researcher observed on the part of the administration toward SIMs

but which she was unable to find in other data pieces.

stated that she no longer used SIMs because:
the College runs.

You know, who cares what

think it's just the way

"I

I

The lecturer

do and that kind of

thing?" (L33).

ADOPTER CHARACTERISTICS

Personal

Feelings:

HI

The data identified within this critical factor describe the personal opinions or attitudes that current lecturers have toward SIMs.
In

addition, data are cited from admi

ni

strators

,

original developers
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snd

1

ecturers on the attitudes they had pGrcsivsd in past or currGnt

lecturers.

All

of the sources quoted stated that they felt these atti-

tudes strongly influenced the current status of SIMs
Several sources remembered feeling that the original Basotho staff

were not very interested in SIMs.
that:

One original developer remarked

"A few Basotho were talking about it: what's the use of it all,

not being able to see where it was going"
the original

work

..."

faculty

".

.

.

(NL-X).

Another felt that

were afraid of these things, too much

(NL-K), and a third stated that "SIMs were hard work; many

people were lazy [and] teaching was regarded as more fun" (NL-R).
The attitudes cited by the original

Basotho lecturers, themselves,

confirm that, indeed, they were hesitant about SIMs.

One remembered

that:

The staff was reluctant.
We didn't have wel 1 -experienced
staff.
They regarded education as a simple process.
Teaching is an easy job: you just write on a chalk board,
ask students questions, and give assignments.
SIMs
just didn't click in their minds (NL-V).
.

.

.

.

.

.

A second Basotho remarked that:
We didn't
We rather resisted.
understand exactly what was expected ... we were used to
traditional teaching, standing in front of a class, reading from a book (NL-A).

We were a bit apprehensive.

These kinds of personal feelings were also cited by and about current faculty, Basotho and international.

that

".

.

.

Several

it's just a lost interest or desire"

Basotho simply stated
(L50), or that "...

lack of interest possibly could have come into this"

source even said that he was

".

.

.

(L8).

cold to these SIMs"

a

This latter

(L8).
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Such personal

feelings also described the basic lack of energy on

the part of the current faculty and administration toward not only
SIMs, but toward the entire College.

One lecturer, in response to the

question about what was influencing her current use of SIMs, simply
quipped:

"Why bother?"

(L33).

Other Teaching Obligations:

HI

Several sources indicated that their personal obligation to other

teaching methods or programs deterred their use of SIMs.
sources were expatriate advisers who found

other than SIMs.

a

Some of these

need to prepare materials

One felt that structured teacher-directed instruc-

tional materials in a workbook format would assist his colleagues more
A second saw his obligation to be in the development

than SIMs (L8).

of syllabi and teacher-directed materials (L53).

visers were completing

could not see

a

a

Three additional ad-

new program of studies and indicated that they

place for SIMs within it.

This pattern of focusing on other teaching methods or obligations
was cited also within the data collected from Basotho sources.

stated that she was
,

materials" (L16).

"...

working on the syllabus and

a

One

course of

so it's not possible to use the self-instructional

Others wanted to continue to use their own instruc-

tional materials:
We have made booklets and they are supposed to be used by
And so, in this case, there's not
students with teachers.
much room for students to work on their own (L33).

Some didn't want to use their own materials and preferred SIMs but

182

found that "Everything in this department is designed in just such

way that you can't use SIMs.
(

a

You're restricted by the curriculum"

L54 )

Factors influencing continuation

.

INNOVATION CHARACTERISTICS

Purposes: H45, D2

Data indicate that three purposes of SIMs were considered by

sources as influential

in the continued use of SIMs:

first, that SIMs

promoted self-directed learning; secondly, that SIMs could supplement
the activities within classrooms and could replace teachers; thirdly,

that SIMs could be time-savers.
For example, SIMs were viewed as instrumental
to learn

independently.

in helping students

As one lecturer simply stated:

tional materials can be used by students on their own

"Self-instruc-

..."

(L54).

Learning on one's own was also seen to promote self-confidence, and one

lecturer felt this was important:
students will attain some skill and confidence in
and probably
getting things done by themselves
that is the essential factor for SIMS (L6).
.

.

.

.

.

.

Sources also supported the idea that SIMs supplemented classroom
teaching:

There are a lot of things students don't understand when
SIMs give them a chance to
you just lecture them.
do the assignment related to the topic and I think they
better understand the topics (L16).
.

.

.

As a time-saver, SIMs were seen assisting teachers if they were
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rushed to cover

a

lot of topics or were absent from the class.

As one

commented:
if I feel the amount of time given for a course, a
topic, was not enough and there is a SIM that can do supplementary work, then I use a SIM. ... If I am absent
on some urgent business and I know that the topic I was
supposed to handle the following day
can be covered
partly by a SIMs so I introduce a SIMs and let students
go ahead in my absence (L40).
.

.

.

.

.

.

Finally, SIMs, once developed, were viewed as time-savers:

you take a long time preparing SIMs but afterward
they really save a lot of time and energy because once
they are done, then, many people can benefit from them (L14).
.

.

.

A current lecturer remarked that the potential

for SIMs as a time-saver

for all Lesotho teachers influenced him:
Now, because of manpower problems, we cannot have lecturers
over.
But the idea is to place the SIMs in these centers [the distance teaching, in-service centers] so that
students can just go there and go through them.
It really
replaces us because we can't; all lecturers cannot be all
But if you have a topic
over the country at the same time.
Every teacher in Lesotho can go through
on SIM, you can.
that materi al (L20)

all

ADOPTER CHARACTERISTICS

Second-Hand Knowledge: H21

The data here describe the background experiences of sources in

either primary, secondary or teacher training which sources cited as
factors influencing the use of SIMs.

Several

sources stated that,

since SIMs had not been present in their educational experience, they

recognized how that experience had been lacking.

One lecturer stated
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the teachers who taught us in primary school were not
able to teach every pupil in the class.
So much so that most
of the pupils suffered.
I
experienced that because when I
had a problem maybe the teacher would not be able to come to
me to explain.
Whereas if SIMs had been written, ... I
would have been able to understand much better (L17).
.

In

.

.

describing her experience in high school, another lecturer remarked

that:

"If

I

had had them,

I

think

I

would have benefited

went back to the textbook and didn't understand
Several

..."

a

lot

...

we

(L23).

sources remarked that their educational experience led

them to use SIMs since that experience contained some type of activity

similar to SIMs.

The first Director, himself, was an advocate of SIMs

for this reason.

He related that:

"Because all my higher education was

through correspondence, through distance education,
very, very strong method of teaching"

(NL-K).

I

knew it was

a

Other sources related

similar attitudes toward SIMs based on their own educational background.
One explained how he had come to believe in self-directed learning:
I
left school at Standard 6 and I did J.C. all by myself.
And I didn't even do it through a correspondence school.
I
just bought the books and read (L6).

He went on to relate that SIMs, for him, encouraged this same type of

self-directed learning for his own students.

Philosophy of Education: H23

While the critical factor of "purpose" included data as to the

functions for which sources chose to use SIMs, this critical factor

represents data on the sources' personal rationale or philosophies of

education which influenced them to value the functions of SIMs.
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For example, a lecturer who used SIMs because they assisted stu-

dents in being self-motivated stated:
My philosophy of education and, indeed, about life means
that people should be able to work, to love work, and to
study is also to work.
And I don't think it's a good idea
to keep feeding people all the time with information
SIMs does help in that way (L57).
.

Another stated that she believed

in

.

.

education for independence:

I
feel the whole philosophy of education revolves around
inspiring a teacher to learn on his or her own.
So, in
that light, I would say SIMs was a good idea (L3).

Many sources remarked that their personal philosophies of education were very much in line with those represented by SIMs.

philosophies included the beliefs that

".

.

.

education is maturing

student by making him independent" (L5) and that
best by doing"

(L20).

These

",

.

•.

a

students learn

Additional examples of philosophies cited by

sources as factors influencing the use of SIMs are very similar to
those already cited.
out of

a

It was

evident that these philosophies evolved

common belief on the part of the sources that education was

meant to create an independent and self-motivated thinker.

Concl usion

In

summary, it is evident from the data analyses presented in this

chapter that SIMs were not institutionalized at N.T.T.C. as of 1982 due
to inhibiting factors within the innovation process and social

system.

Despite the evidence that the inherent characteristics of SIMs were supportive of use and that adopter characteristics were equally supportive
and inhibiting, SIMs were not able to survive.

The implications of
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this analysis and recommendations for those interested

institutionalization and research now follow in Chapter

i

innovation

CHAPTER

V

CONCLUSIONS AND RECOMMENDATIONS

This study examined issues surrounding the institutionalization of

innovations within teacher education programs in developing countries.

Literature was reviewed on both the types of innovations within teacher
training institutions in developing countries and on representative innovation research models and theories.
of literature,

ed within

a

a

Subsequently, from these bodies

Wholistic Innovation Model was proposed and implement-

case-study research design which evaluated the innovation

of self-instructional materials (SIMs) at the National Teacher Training

College (N.T.T.C.) in Lesotho.
1)

Data collected were analyzed as to

the institutionalization level of SIMs at N.T.T.C. and 2) the fac-

tors influencing that level.

This final chapter will summarize the

findings of that data analysis while referring to the literature pre-

viously reviewed.

The chapter will conclude with recommendations for

teacher educators, educational planners, change agents, and researchers
with regard to the process of institutionalization and the study of innovati ons

Summary of Findings

The case-study data analysis presented in Chapter IV indicates
National
that the innovation of self-instructional materials at the

Teacher Training College of Lesotho

is

not institutionalized.

only
minority of lecturers (N=16) are currently using SIMs,
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a

Only

a

minority

188

of lecturers (N=7) and non-lecturers (N=6)

involved with SIMs are con-

cerned about the consequence of SIMs for students or collaboration with
others on their use, and only

a

minimal financial, personnel, training,

materials and personal support from the educational system

is evident.

Examination of the data concerning these three indicators of institu-

tionalization as defined in this study (use, concern, and social system
support) yields the following summary of findings.

Use

.

veal

Data collected from the interviews with lecturers using SIMs re-

that use varied considerably in quality and quantity.

to questions on

a

In response

Configuration Pattern Checklist which listed eight

characteristics within the use of SIMs ranging from the percentage of
student contact time spent on SIMs to the percentage of curriculum devoted to SIMs, users varied in their descriptions.
they used SIMs once

a

Some stated that

week; others indicated using SIMs once

a

term.

Half of the users were lecturers hired during the initiation period of SIMs'

innovation process (1975-1977).

The number of users per

successive year following 1977 decreased steadily.

Data on user de-

did
partments and on the availability of SIMs within these departments

users, departnot permit conclusions as to the relationship between

ments or SIMs' availability.
In

lecturers
analyzing the non-user population, data indicate that

familiarity with SIMs.
were divided into three groups based on their
One group contained former users

(

N= 17); the second contained those in-

third contained lecdividuals who had never heard of SIMs (N=8); the
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turers who had heard of SIMs but had never used them (N=16).

The

former-user group included half of those lecturers hired within the initiation period.

These data suggest that the use of SIMs was an individualistic

rather than

a

collective decision made by lecturers.

For example, Hall

innovation researchers support this suggestion.
found within his Concerns Based Adoption Model
".

.

.

change is

a

personal experience

.

.

."

Studies by other

(CBAM)

research that

in which the individual

adopter may be the focal point of an innovation's success or failure
(Hall, 1979, p.

Concerns.

3).

The concerns expressed by lecturers and non-lecturers on the

Stages of Concern questionnaire varied between
2)

1)

users and non-users,

lecturers and non-lecturers, and 3) various types of non-lecturers.

Within the user/non-user population, most users were rated at concern
stages which indicated that they were either seeking information about
SIMs or were refocusing their use.

Most non-user concerns indicated

disinterest in or refocusing in regard to SIMs.

a

For lecturers and non-

information
lecturers, lecturers were either disinterested or seeking
information or
while non-lecturers were concerned about either seeking

collaborating with others on SIMs.

Within the non-lecturer population

positions were interitself, those in N.T.T.C. or IMRC administrative

were interested
ested in collaborating; Board of Governor members

in

Education representative demonseeking information; and the Ministry of

strated disinterest.

sugThese comparisons between population groups
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gest that the concerns surrounding SIMs varied considerably and according to the position each source held in relation to SIMs.

The implica-

tions of this suggestion are noted below.

Social

system support

.

As detailed in Chapter IV, the current finan-

cial, material, personnel, training and personal support of SIMs was

minimal.

Token gestures of paper, ink, advice, and free labor were

demonstrated, but money for training was not evident in data from interviews or budgetary documents.
eral

Personal support was verbalized by sev-

admi ni strators but not by the one IMRC staff member designated as

the coordinator and editor of SIMs.

While not conclusive, the data suggest that these five indicators

were interrelated.
tenuous.

Without funding, training and material support was

Without personnel and personal support, requests for funding

appear to be viewed as low priorities.

Since the population of sources

for these data included the decision-makers of the college (administra-

tors and Board of Governor members), it may be suggested that those re-

sponsible for overseeing SIMs have either not been able to or have
chosen not to support them.

Research method

.

Data collected to measure the use of SIMs suggest

that the instruments used in this study were appropriate.

The Config-

uration Pattern Checklist did account for the quality variation in the
use of SIMs, and the data recorded on the SIMs Report Sheet indicated

the quantity of SIMs available.

The Report Sheet also assisted in

identifying those SIMs which demonstrated the characteristics of self-
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instructional materials.

In addition,

materials mislabeled as SIMs.

the Report Sheet indicated those

It must be noted, however, that the data

collected by these instruments were statements of opinions or perceptions.

No data were collected on observed use of SIMs by lecturers.

As for the Stages of Concern questionnaire, data were not conclu-

sive in differentiating the extent to which sources at the refocusing

stage had made either major changes in the use of SIMs or had terminated their use by refocusing on alternatives.

Such information had to

be extracted from the Levels of Use Interview for incorporati on in the

final
6).

analysis of the use and concerns by users and non-users (Table

Examination of both the LoU and SoC results taken

in

conjunction,

however, supports the research by CBAM educators that adopter concerns
The less concerned adopters are about

are related to levels of use.

self-centered issues such as seeking information or understanding how
adoption personally affects them, the greater the chance for institu-

tionalizing the innovation.

As suggested in the CBAM and other innova-

tion research, this study found that the rejection of an innovation

often--and simply--occurs when adopters just aren't interested
(Hall

in

it

and George, 1979; Havelock, 1971; Miles, 1964, pp. 306-309;

Rogers, 1971).

Factors.
level

The analysis of factors influencing the institutionalization

of SIMs reveals that factors may be divided into four distinct

categories: those including

characteristics,

3)

1)

innovation characteristics,

2)

adopter

innovation process strategies, and 4) social system
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constraints or resources.

Evidence supporting the salience of these

four factor types is not unique to this study, for research conducted
by numerous educators has cited the influence of either one or all

of

these four (Berman and McLaughlin, 1974-1978; Hall, 1979; Havelock,
1971; Katz et al
al

.

,

.

1963; Lindquist, 1979; Miles, 1964; Papagiannis et

1982; and Rogers, 1961).

Particular to this study, however, was the identification of
thirty-eight sub-categories of factors ranging from the writing style
of SIMs to the decision-making strategies within the initial years of
the SIMs'

development.

Data on the frequency with which each sub-

factor was mentioned by both interviewees and documentary sources indicate that 1) factors within the innovation characteristic category were

most frequently cited as supporting the use of the innovation,

2)

fac-

tors within the innovation process and social system categories were

most frequently cited as inhibiting use, and

3)

factors related to

adopter character! sti cs were equally cited as supportive and inhibiting.
The finding that innovation process and social system factors were
of
most frequently cited as inhibiting use is corroborated by the works

Havelock (1971), Lindquist (1979), and Wolf (1981).

These researchers

of innovation
suggest that innovation studies deemphasize the influence

between
characteristics per se and focus, instead, on the relations
and rate
strategies of innovation diffusion, social system constraints

of adoption.
influence of
Contrary to the findings of this study in which the
and inhibiting of use.
adopter characteristics is equally supportive
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are those of Rogers and Shoemaker (1971).
.

.

They suggest that adopter

innovativeness is the best single indicator of modernization

.

.

and that if an adopter is not predisposed to being innovative, change
will not occur (1971, pp.

175-176).

A possible explanation for these

contradictory findings may be that Rogers and Shoemaker studied innovativeness as

a

predetermined characteri sti c of adopters in relation-

ship to use while this study did not assume any predispositions.

In-

stead, it examined perceptions identified by adopters and related

sources themselves.

In addition, a further examination of subcategor-

ies reveals that sources did philosophically believe in the purposes

of SIMs suggesting that they might have used SIMs if other factors had

not been present.

The findings of Rogers and Shoemaker are certainly

called into question by this study's results as is any research based
on predetermined, hypothetical

or deductive paradigms as opposed to

open-ended, exploratory or inductive paradigms (Patton, 1980,

Another finding within the analyses of factors

p.

is that those

19).

in-

hibiting the use of SIMs were of an interrelated, cause and effect nature.
tial

iniData within the innovation process category indicated that

decisions as to the selection of SIMs, their development and sub-

and reacsequent training plans significantly affected the perceptions

tions of adopters.

The Lesotho lecturers who were to have continued

change agents had left
on in the use and development of SIMs after the
the college never felt they were
the ref ore

,

a

part of the evolution of SIMs, and,

could not or did not wish to invest in SIMs.

Data within the social

system category revealed that, because of
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internal

problems at the college identified as

a

lack of staff, heavy

workload, time pressures, and low morale, the use and development of
SIMs were affected.

Lesotho staff assigned to coordinate SIMs did not;

monies were not allotted to SIMs and, when all donor contributions
ceased, the Lesotho government could not pick up the cost.

In conse-

quence, lecturers began to evidence apathy toward the necessary task of

upgrading SIMs.
Research studies have neglected to examine directly

a

cause and

effect relationship between particular factors and the survival of innovations.

Nothing in the literature reviewed in this study concludes

or infers that the innovation process or social system characteristics

have as great an influence as this study suggests or

ence than innovation or adopter characteristics.

a

greater influ-

Several studies do,

nonetheless, refer to the necessity for examining such topics (Berman
and McLaughlin, 1974-1978; Havelock, 1971; Lindquist, 1979; Wolf, 1981).

Factors research

.

In assessing the

sign, one point is of central
on the perceptions of sources.

effectiveness of the research de-

importance.

Most of the data were based

These perceptions differed according to

basic exboth the role of the source in relationship to SIMs and the

perience encountered by that source with SIMs.
who were
Interviews with lecturers, administrators and IMRC staff
data that were
directly involved with the current use of SIMs produced

original developers,
very different from data collected from documents,

involved with SIMs.
change agents, or non-lecturers not directly

Most
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of the sources directly involved had little or no vested interest in
the institutionalization of SIMs and, thus, their data portrayed an ob-

jective view of factors including criticisms of their own attitudes or
actions in relationship to SIMs.

Data from the original developers and

change agents cited factors which might be considered as subjective or

defensive in that they focused on

a

critical analysis of the adopter

population rather than on the innovative process over which they had
control.

Most of the documents written during the initial years of

SIMs by donor agency advisers on-site cited very positive statements

about the use of SIMs and only rarely mentioned problems.

Outside con-

sultants most frequently criticized SIMs in reports which were generally ignored.

Due to the diverse perceptions represented by various sources, the
use of

a

research design based on triangulation of source selection and

data collection was found to be particularly effective.

It allowed for

rich analyses of data according to sources and assisted in simplifying

complex and sometimes contradictory findings.
opposed to
The qualitative information presented in interviews, as
sources, was
the quantitative data which could be found in documentary

more beneficial

in

capturing the present factors influencing SIMs as

perceived by those involved with the innovation.

Regardless of how

originally had been
much training had been documented, how much money
data collected by interinvested, or how many SIMs currently existed,

revealed that SIMs were not
viewing adopters, admini strators and others
being used.

alone would
Data collected from donor agency documents
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have suggested otherwise.
In

conclusion, using

combination of quantitative and qualitative

a

research to identify the factors influencing the innovation was para-

mount to the intent and execution of this study.

Quantitative strate-

gies assisted in organizing the numerous and diverse pieces of data into manageable and meaningful

categories, while qualitative strategies

assisted this researcher in being sensitive to their uniqueness and to
their

i

nterrel atedness

Impl ications

While the selection and study of one innovation within

teacher training institution of
vides only
several

a

a

a

specified

particular developing country pro-

narrow focus from which to generalize to other settings,

implications for the institutionalization of innovations and

for researching innovations can be suggested.

Where possible, refer-

ences to other studies which have supported similar implications are
cited.

Institutionalizing innovations
Adopter as key target

.

.

Findings within this study imply that if

system in
adopters perceive that the innovation process or the social
they may not
which they work is not supportive in using an innovation,

react positively to it.

Regardless of the degree to which change

believe their individagents, donor agencies or local opinion leaders
ual

adopter percompetencies are effective in promoting an innovation,

197

ceptions of them and their efforts will be
vation's survival.

a

primary factor in an inno-

As Havelock states:

Individuals change their attitudes or resist change not
only on the basis of their own psychological characteristics, but, also, on how these characteristics relate to
the change agent's relationship to them and how the change
agent attempts to influence them (1971, p. IV-26).
Change agent as facilitator

.

Since this study's findings imply

that adopter perceptions should be of primary consideration within the

institutionalization process, the actions of the change agent must subsequently account for these perceptions.
change agent approached innovation from

In this
a

study, the original

typical Research and Develop-

ment perspective in which the innovation's appropriateness took priority over the consideration of adopter needs.

It was the change agent's

role to sell the innovation based on his commitment to it, not to the

adopter's.

As found in the studies of Havelock (1971), Havelock and

Huberman (1977), and Lindquist (1979), this approach often is counter-

productive in the long-term survival of an innovation.
Findings from this research suggest that if the change agent
1)

had incorporated adopters in the decision-making processes surround-

ing the selection, development and training of SIMs, 2) had not sepanarated the roles of international expatriate staff and the local,

acknowledged
tional staff in regard to SIMs, and 3) had listened to or

adopter concerns about SIMs, they may, indeed, have had
vival

rate.

a

better sur-

as the
An approach to innovation based on models such

Social
Problem-Solving (Miles, 1974), Social Interaction (Miles, 1974),

or Linkage (HaveInteraction (Katz, 1973; Rogers and Shoemaker, 1971),
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lock, 1971) in which the change agent collaborates closely with the

adopter population might have assisted the agent in avoiding the resentment and apathy evidenced today.

Participatory control

.

Based on this study's finding that little

responsibility and training were given to those adopters expected to
carry on the innovation process after the international staff or change
agents had departed, it may be suggested that the participation of

adopters as early as possible within the innovation process is

local

essential.

This may be done in the form of representation on

a

coordin-

ating body determining the need for and selection of innovations.

At

least, as this study implies, adopters should be informed right from
the start as to the purpose of the innovation and the basics of its

usage.

As Lindquist concluded in his study of change strageties, "A

logical

relationship, and one substantiated by diffusion research, is

between understanding, interest, and use--the more the understanding,
the more the interest and use"

(1979, p. 234).

The involvement of adopters in understanding the innovation is not
the only implication to be drawn from this study.

The participation of

adopters in controlling the total innovation process is suggested.
the change
Data sources commented that the innovation of SIMs was

indicated that they re
agent's and not their own; several other sources

innovations introduced to
sented not being responsible for the kinds of
the College.

this
Numerous studies on change and innovation support

suggestion of local control
nis, 1982).

(Havelock, 1971; Lindquist, 1979; Papagian-

199

Data also imply that such participation must continue throughout
the life-history of the innovation.

As typical

in any donor funded

project, transitions occur: key individuals leave the project, others

differing in temperament and intent enter, funding is continuously
Some continuity must be found in the

assessed and often decreases.
form of

a

consistent, governing body or appointed individual.

ings of this study suggest that this group or individual

The find-

should not be

fully international in composition, but rather national.
Social

system support

.

This study, like many others (Berman and

McLaughlin, 1974-1978; Havelock and Huberman, 1977), presents findings
which propose that the environment in which an innovation exists profoundly affects its fate.
may not occur regardless of

One implication is that institutionalization
1)

how purposeful an innovation is per-

ceived to be, 2) the philosophical propensity on the part of adopters
from
to use an innovation, or 3) the pre-knowledge adopters may have

their primary, secondary or teacher training experiences.

Innovations

social
still may not be institutionalized if pressures within the

sys-

they may have
tem environment place constraints on adopters over which
no control.

may even
As found in the CBAM research, such constraints

be out of the control

of the change agent (Hall, 1979, p. 19).

to those cited in
The constraints cited in this study are similar

countries.
numerous reports on other innovations in developing

constraints vary from bureaucratic "red tape

(Penang, 1979,

administrative apathy (Havelock and Huberman, 1977,
cial

or material paucity (NEIDA, 1978, p. 55).

p.

p.

These
32), to

16), to finan-
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An additional

implication arising from this study is that cost-

sharing by local and donor agencies should be considered.
cial

The finan-

support of SIMs depended totally on UNESCO funding and was not

taken over by local authorities.

The continuous flow of monies into

innovative projects without local contribution or control has been
found to be counter-productive in assisting local organizations or in-

stitutions in "owning" their own innovations.

Reports from major in-

ternational funding agencies support this (World Bank, 1980) as do reports from the increasing number of locally run innovation networks

within developing countries (NEIDA, 1979).
Donor agency connections

.

Data from documents which describe the

history of the innovation examined suggest that the donor agency had
little objective information on the development of SIMs.

Written pri-

marily by advisors or consultants hired by the donor agency and which
described these individuals' subjective impressions about SIMs, such
documents tended to represent the positive side of the innovation and
only rarely the problems which were arising.

Even when consultants did

been minimal.
not present these problems, the impact appears to have
is that
One implication which can be drawn from these observations

project documentadonor agencies may need to assess their methods of
tion and evaluation for validity and objectivity.

Assessments written

conducted in isolation from
by their own employees, and evaluations
national teachers and stuthose sources receiving services (such as
from helpful.
dents) may prove to be invalid and far
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Researching innovations

.

Wholistic approach

.

The findings of this study imply that factors

influencing the institutionalization of innovations may be assessed more

effectively if

a

is considered.

wholistic or systemic approach to innovation research
Synthesizing those aspects of innovation which have

been found within previous research on innovations to be influential,
the Wholistic Innovation Model

used in this study guided research on

the selection of sources, instruments and analysis strategies.

Such

a

comprehensive design had been proposed in various other studies (Hall,
Wallace and Dorset, 1973; Havelock, 1971; Lindquist, 1979; Rogers and
Shoemaker, 1971).

Qualitative approach

.

Certainly, one of the most conclusive find-

ings of this study suggests that innovations should be examined through
the perspective of those who are most intimately involved with them.

A

qualitative approach to the study of innovations rejects the assumptions within the assessment of subjectively predetermined factors.

In-

stead, it encourages the identification of factors induced directly

attached by
from the testimony of sources, not from the interpretation
the researcher.

frequently
Evaluations of innovations within developing countries
based their findhave been conducted by Western consultants how have

objectives with little time
ings on quantitative analyses of project
innovation recipients (Haveor intention to assess the perceptions of
lock and Huberman, 1977).

In

contrast, findings from this study imply

most valid and ethical
that qualitative research may be one of the
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ways of evaluating innovations.

Primary and secondary factors

.

Results of this research also sug-

gest that, in studying innovations, recognition of

i

nterrel atedness

among factors, similar to the domino effect, may be useful.

Actions

taken early in the innovation process, such as the designation of who
is

responsible for developing the innovation, may have an impact on re-

actions by adopters later on.

Also, this interrelatedness implies that

the context of the innovation's history must be considered and not just
its present situation.

Too often, recommendations for the improvement

of an innovation process are based on secondary factor influences rather
than on primary influences which can be discovered only when extensive

historical evaluation is conducted.

Recommendations

Based on the findings and implications previously proposed, this
final

section presents several recommendations to teacher educators,

change agents, educational planners and innovation researchers.

These

inrecommendations are divided into two lists, one for practitioners

volved in the institutionalization of innovations, and

a

second list

research.
for those researchers involved in conducting innovation

Practitioners

.

for
The following list proposes several recommendations

of innovations in
change agents involved in the institutionalization

developing countries.

The list may be read as

a

chronological direc-

assist in the initiation pertive beginning with suggestions that may
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iod of the innovation process and concluding with those applicable to

the final, institutionalization stage.

The reader is encouraged to re-

fer to the references cited in previous sections of this chapter which

support each recommendation.
1.
A participatory model of responsibility for the innovation is essential at the beginning of the innovation process.
Adopters, particularly should be incorporated in
decisions about the initial selection, development and introduction of the innovation. The support of opinion leaders, administrators of Ministry officials may not be enough.
,

A coordinating body of representati ves from all groups
responsible for and affected by the innovation should be
organized as soon as the innovation is selected to oversee
its progression throughout the initiation, implementation
Continuity of some
and institutionalization periods.
trained and interested personnel appears to be imperative.

2.

The training of all personnel involved in the innovation should be based on a valid needs assessment and account for varying degrees of concerns, pre-knowledge and
On-site, short-term, and locally directed
motivation.
training may be more productive than off-site, long-term
and consultant-directed training.
3.

A continuous evaluation of the perceptions, not just
actions, of personnel involved with the innovation must
Such evaluations should be completed by
be conducted.
an objective third party not dependent upon the success
of the innovation nor donor agency funding.

4.

The progressive adaptation of the innovation over time
by its adopters to their particular needs and environment
should be anticipated and considered within the strategies
chosen for institutionalization.

5.

Social system support in the form of money, training,
6.
materials, and personnel must not depend solely on donor
Cost-sharing through such strageagency contributions.
gies as in-kind services may prove most beneficial in assisting the continuation of the innovation after initial
funding ceases.
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Researchers

.

The definition of "use" employed within an innovation
process must be selected with great care.
Recognizing
the influence of adaptation on the quality and quantity
of use for an innovation, evaluators must assure themselves
More rethat they employ an accurate indication of use.
search on the concept of use and potential generic indicators is needed.
1.

2.

Innovation research should examine innovations through

as many interrelated facets of their existence as possible.
Focusing solely on innovation characteristics or adopter
In concharacteristics may produce near-sighted results.
or
itself
process
trast, focusing only on the innovation
A
far-sighted.
social system constraints may be too
wholistic approach, as proposed in this study, provides
an opportunity to combine both perspectives in an optimally
productive effort.

The types of innovation evaluations conducted by donor
agencies on projects in developing countries should be assessed as to their appropriateness to the cultures of developing countries and as to their thoroughness and objectivThe qualitative reserach approach which focuses on the
ity.
perceptions of innovation recipients may be more appropriate
than the exclusive use of a quantitative approach which depends on predetermi ned subjective categories of information.
3.

,

Concluding Remarks

This study has examined issues surrounding the institutionalizaof detion of innovations, particularly in the educational settings

veloping countries.

Literature on the types of innovations being in-

of innovation
troduced as well as representati ve theories and models

research have been reviewed.

A case study was designed to evaluate

the current status of an innovation within
tion of

a

a

teacher training institu-

that status.
developing country and the factors influencing

were drawn for those
Conclusions, implications and recommendations
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involved in institutionalizing innovations or in innovation research.
The issues of participatory decision-making, collaborative control and

continuous sensitivity to the needs and perceptions of all involved in
the innovation process were recommended as the critical strategies for

institutional izing innovations.
It is the hope of this

investigator that this study will in some

way be found useful to those interested in innovations.

More impor-

tantly, though, she hopes that change agents within all cultures will

recognize and be moved by her plea that we all be more humble in recognizing that an innovation project does not belong to us, more sensitive
to the capabilities and needs of those with whom we are working, more

flexible in acknowledging that change is slow and must fit the environ-

ment into which it enters, and, finally, more patient in real izing--as
did the poet John Donne--that we are only

ent,

a

piece of the main."

a

small

"part of the contin-
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SELFINSTRUCTIONAL
MATERIAL

SIEABIMG

1

:

what

is it ?

SELF-INSTRUCTIONAL MATERIAL
Title: READING 1 : What 13
It?

Aim:

To give teachers and
prospective teachers some idea
of uhat is Involved when
a pupil i 3 faced with
his
first page of print.

In structions

:

1.

Read the Introduction belay.

2. Read Activity 1 and do
the questions on it

before starting activity 2.
3. Write all the answers
on the seperate sheet provided.

DO NOT WRITE IN THIS BOOKLET.
.M aterials

Tlme:

Developed by:

In troduction

:

a

pen or pencil and the answer
sheet.

1

or 11/2 hours.

Michael A. Kiernan

January 1978

This SIM is designed to make you
think about a pupil
who is starting to learn how
to read.

When you are finished you must
ask yourself if you
have learned anything about the
pupil's problems.

Before

a

doctor can cure you he must know what
your

problem is, what you are suffering from.
A

teacher is like

a

doctor

- you

must know your

pupil's problems before you can begin to
teach him.
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ACTIVITY

1

Look at the following:

(1)

Today

(2 )

yC -X

(3)

uni

(4)

TO^C

(5)

p

Tuesday.

is

-pna
ic

|*ov

tfoivTws

iihc ±L.

w

(6)

!CO*]f€<prt0

(7)

<Jo

kpoicrc

.UJ

|_>

I

V

A

^ 7

y

Questions:
1. How many of the above make sense to
you?

2. How many of the above are written in
a similar alphabet?
3.

How many of the above can you pronounce?

4. bJhich of

(2) - (7)

is nearest to the alphabet of (1)7

COMMENT

ALL THE ABOVE (1) - (7) MAKE SENSE
However, we only know (1)

-

Today is Tuesday - because it is written

in the alphabet that we know, or that we have been
taught.

We can READ (i) above, because we can recognise the
alphabetic system
that ia used. This is the 26 letter system

2

:

ABCOEF

XYZ.
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reading

SELF- INSTRUCTIONAL MARERIAL
ANSWER SHEET

1

ACTIVITY

1

Only one (i)
2. none - all are
different
3. only one (1)
1.

A.

No.

(4) because some of the
letters are the same

ACTIVITY
Yes

1.
2.

AH

.

3.

A.

2

except no. (i v )

Only one

no.(i)
,
The words are in the wrong
order.

ACTIVITY

3

abdgehqpt

1.

2. The Same:

SCDEHIKNOSX

Different: M P u
Nothing:

Z

AFGJLQRTVY

Activity

4

Sam

Look, Daddy
Look, Look.
j

|
S
|

Daddy

I

1

Look, Daddy.

I

Look at me.

1

I

Look, Daddy

1

See me Daddy

Look at the

I

See me ahoot

1

See me ahoot

I

at the duck

|

duck

1

I

evaluation
l

*

(c)

2*

<c)

3.

(b)

4.

(c) 5.

10

(c)

(o.

i,

u ,)

APPENDIX
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SAMPLE SIMS REPORT SHEET
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APPENDIX
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DOCUMENTS REVIEWED
01

-

Faculty Meeting Minutes

-

D2

1975

Curriculum Committee Minutes

-

D3

(

(

-

1982)

1976

-

1982)

Revised Plan For The_Nationa1 Teacher
Training Collegp
Maseru, Lesotho
p roj ect Document UNESCO/DANIDA)
November 10, 1972,

.' J

.

-

D4

£la n of Operation .
August 23, 1973.

-

D5

(Project Document

-

UNESCO)J

United Nations D evelopment Programme
Project of the
Government of th e Kingdom of Lesotho January, iq 7 a
.

-

D6

U n ited Nations Development
Programme Project Revi sion
£prm: Annex IV.
Central Planning nffj r g Maseru
Lesotho ). July, 1974.
(

-

D7

Reports for UNESCO by Carl Hoagland, UNESCO
Specialist
in Teacher Education. 1975.

Establishme nt of .a NTTC Specialist in T eacher
Education: April 15 - October 15, 1975
jfeport on Self-Instructional Materials: August 10,
1975
Jhe Establishment of a National Teacher Training
College: September 3, 1975
Iile

."

3

*

*

.

-

D8

The Lesotho National Teacher Training Col lege:
Background
2
2
Information, 1975
(College Brochure)
.

D9

-

United Nations Development Programme Proj ect Revision
Form: January 24, 1976~
!

DIO

-

Draft: The Development of NTTC Self-Instru ctional Material sProspectus For 19767

Dll

-

NTTC Prospectus: 1976

D12

-

Reports for UNESCO by Carl Hoagland, UNESCO Specialist
in Teacher Education. 1976.
1

.

2

.

3.

D13

-

.

Semi-Annual UNESCO Report: May 1976
Progress Report: May - October 1976
Semi-Annual Report: October 15, 1976
.

.

-

April

Papers Prepared for UNESCO Technical Mission
Teacher Training College, November 1976
.

-

15,

1977

Lesotho

.

222

D14

-

Memos to CTA
1. Handwritten notes un-named
2. Memo to CTA from Carl Hoagland

D15

-

Report To Faculty: Self-Instructional Materials by Carl
Hoagland, 1977.

D16

-

Self- Intructional Programme Policy at the NTTC by Carl
Hoagland, November 29, 1976.

D17

-

Summary of SIMs Questionnaire by Carl Hoaqland, January
10-21, 1977.

D18

-

Report on Consultancy on Self- Instructional Materials
20 February 1977 - March 11, 1977 by John C. Mathews.

D19

-

Writing Self- Instructional Materials: Some Notes for
Guidance: March 8, 1977 by John C. Mathews.

D20

-

Letter from S. Rauch ( Africa Section, Operational
Programmes Division, Education Sector, UNESCO? Paris).
May 9, 1977.

D21

-

Final Report:

D22

-

Memo: To Chief Technical Adviser - NTTC
From: Robert Dodd ( UNESCO Adviser )
10 January, 1978.

D23

-

Evaluation In
Final Report: An International Seminar
The Education of Teachers". NTTC, 27th March - 1 April
1978:

D24 2

Carl Hoagland

,

:

July 22, 1977.

11

.

Manual Of Guidance on Self-Instructional Materials in
Developing Countries by Z. F. Matsela, Spring 1978.

D25

-

UNESCO Report on Mission to Lesotho National Teachers
Training College" by J. A. Hendry. 3-26 April, 1978.

D26

-

United Nations Development Programme Project Revision
Form - May 19 , 1978.

D27

-

Exercise on the Planning and Monitoring of Educational
Innovation and Reform Projects: Tripartite Application
of a Possible Framework to LES/72/062 . Maseru, 31 May
7 June, 1978.

D28

-

1978 Staff Handbook: National Teacher Training College

223

D29

-

Memo To: Acting Director, NTTC
From:
J. McIntosh
Subject: Curriculum Review, October 16, 1978.

D30

-

Internal Circulaire of 1978 at NTTC to Faculty Members
and Senior Staff from Director . November 14, 1978.

D31

-

Memo: To NTTC Faculty from IMRC Staff
Subject: SIMs Guidelines
March 30, 1979.

D32

-

Memo:
From: Patsy Lane
Subject: Report on IMRC Workshop

D33

-

-

June 26, 1979.

Final and Handing Over Report of the Outgoing Director
of NTTC - August, 1979
.

D34

-

D35 -

Lesotho National Teacher Traininq Colleqe.
1979.

(Handout),

Memo: To Curriculum Committee
From: J. McIntosh, CTA
Subject: Electives, March 3, r 1980.

D36

-

Memo: To I. H. Leloka, Acting Director
From: J. McIntosh, CTA
Sub; Curriculum Committee Work Plan 1980.

D37

-

Memo: From

D38

-

Evaluation Mission Papers
UNDP Project LES/72/062.

D39

-

Report of Evaluation Mission. UNESCO, August 1980.

D40

-

UNDP

D41

-

Teaching Methods Used at NTTC

D42

-

Draft: Report on the Consultancy in Organization and
Management at the National Teacher Traininq Colleqe
October, 1981 - December 4, 1981.

-

I.

H.

Leloka, June 4, 1980.

Project Revision

.

-

Auqust, 1980. NTTC/UNESC0/

October 1980.
.

.

D43

-

D44

-

UN Volunteer Appointment .

(

Job Description)

Questionnaire Results of Poll Taken by CTA: NTTC Programme
Evaluation. July 1976.
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IDENTIFIED AND UTILIZED SUBJECTS AND SOURCES
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IDENTIFIED AND UTILIZED SUBJECTS AND SOURCES

SOURCES

NUMBER IDENTIFIED

NTTC
LECTURERS

NUMBER UTILIZED

61

57

NTTC
ADMINISTRATORS

6

5

BOARD OF GOVERNORS
MEMBERS

9

9

IMRC EDITORIAL STAFF

5

4

1

1

2

2

11

11

MINISTRY OF EDUCATION
REPRESENTATIVE
ORIGINAL CHANS

E

AGENTS

ORIGINAL ADOPTERS/
DEVELOPERS

DOCUMENTS

60 sets

44 sets

APPENDIX

E

DATA COLLECTION INSTRUMENTS
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SOC QUESTIONNAIRE
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SoC QUESTIONNAIRE
1

0

Irrelevant

Not true of me now

ITEMS’'

3

4

6

5

am concerned about students’ attitudes toward this
innovation.

12

0

1.

I

2.

I

now know of some other approaches that might work better.

0

3.

I

don’t even know what the innovation is.

0

4.

I am concerned about not having enough time to organize
myself each day.

0

12
12
12

would like to help other faculty in their use of the
innovation.

0

12

5.

I

6.

I

have a very limited knowledge about the innovation.

0

7.

would like to know the effect of reorganization on my
professional status.

0

12
12

8.

I am concerned about conflict between my interests and
my responsibilities.

0

12

I

7

Very true of me now

Somewhat true of me now

am concerned about revising my use of the innovation.

0

would like to develop working relationships with both
our faculty and outside faculty using this innovation.

0

3

4

5

6

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

3

4

5

6

7

12
12

9.

I

10.

I

11.

I

am concerned about how the innovation affects students.

0

12.

I

am not concerned about this innovation.

0

13.

would like to know who will make the decisions in the
new system.

0

12
12
12

would like to discuss the possibility of using the
innovation.

0

4

5

6

7

I

12

3

14.

we
would like to know what resources are available if
decide to adopt this innovation.

0

4

5

6

7

I

12

3

15.

all the
am concerned about my inability to manage
innovation requires.

0

12

3

4

5

6

7

16.

I

or administration
I would like to know how my teaching
is supposed to change.

0

12

3

4

5

6

7

17.

or persons
would like to familiarize other departments
approach.
new
this
of
progress
the
with

0

12

3

4

5

6

7

18.

I

I

Copyright, 1974
Innovations/CBAM Project
Procedures for Adopting Educational
of Texas at Austin
University
The
Education,
Teacher
for
R6D Center
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1

Irrelevant

2

Not true of me now

3

4

5

6

Somewhat true of me now

am concerned about evaluating my impact on students.

19.

I

20.

would like to revise the innovation's instructional
approach.
I

21.

I

22.

would like to modify our use of the innovation based
on the experiences of our students.

23.

Although I don't know about this innovation,
concerned about things in the area.

24.

I

25.

I am concerned about time spent working with nonacademic
problems related to this innovation.

26.

I

27.

I would like to coordinate my effort with others to
maximize the innovation's effects.

28.

I

29.

I would like to know what other faculty are doing in
this area.

30.

At this time, I am not interested in learning about this

am completely occupied with other things.

I

I

am

would like to excite my students about their part in
this approach.

would like to know what the use of the innovation will
require in the immediate future.

would like to have more information on time and energy
commitments required by this innovation.

innovation.

would like to determine how to supplement, enhance, or
replace the innovation.

31.

I

32.

I would like to use feedback from students to change the
program.

33.

I would like to know how my role will change when I am
using the innovation.

34.

Coordination of tasks and people is taking too much of
my t ime

35.

I would like to know how this innovation is better than
what we have now.

01234567
0

1

2

3

4

5

6

7

01234567
01234567
01234567
01234567
01234567
01234567
01234567
0

1

2

3

4

5

6

7

01234567
01234567
01234567
01234567
01234567
01234567
01234567

Copyright, 1974
Procedures for Adopting Educational Innovations/CBAM Project
R&D Center for Teacher Education, The University of Texas at Austin

Reprinted with permission
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Very true of me now

APPENDIX E-2
LOU INTERVIEW-BRANCHING

230

FORMAT

tnlofma*

cutranily

lh«

?

to#
about

you
Innovation

looking

Ac

lion

APPENDIX E-3
SAMPLE LOU INTERVIEW

232

Question

Question

Are you working with others (outside of anyone you may have worked
with from the beginning) in your
use of the innovation? Have you
made any changes in your use of
the innovation based on this co-

Are you using the innovation?

(Can you describe SIMs for i.e?)
Added by this researcher.
IF YES

ordination?
Are you considering or planning to
make major modifications or to replace the innovation at this time?

What do you see as the strengths
and weaknesses of the innovation
Have you made
in your situation?
any attempt to do anything about
the weaknesses?
Are you currently looking for any
information about the innovation?
What kind? For what purpose?

How do you work together?

How

frequently?
Do you ever talk with others about
the innovation? What do you tell

What do you see as the strengths
and the weaknesses of this collaboration?

them?

what do you see as being the
effects of the innovation? In
what way have you determined this?
Are you doing any evaluating.
either formally or informally, of
your use of the innovation? Have
you received any feedback from
students? What you have done with
the information you get?
Have you made any changes recently
in how you use the innovation?
What? Why? How recently? Are
you considering making any

changes?
this
As you look ahead to later
year, what plans do you have in
relation to your use of the inno-

vation?

Are you looking for any particular kind of information in relation to this collaboration?

When you talk to others about your
collaboration, what do you share
with them?
Have you done any formal or informal evaluation of how your collaboration is working?

|

What plans do you have for this
collaborative effort in the
future?

234

Question

IF NO

Have you made a decision to use
If
the innovation in the future?
so, when?

Can you describe the innovation
for me as you see it?
Are you currently looking for any
information about the innovation?
What kinds? For what purposes?

What do you see as the strengths
and weaknesses of the innovation
for your situation?

Question

[if PAST USErI

Why did you stop using the innovation?
Can you describe for me how you
organized your use of the innovation, what problems you found,
what its effects appeared to be
on students?

When you assess the innovation at
this point in time, what do you
see as the strengths and weaknesses for you?

At this point in time, what kinds
of questions axe you asking about
the innovation? Give examples if
possible
Do you ever talk with others and
share information about, the innovation? What do you share?

What are you planning with respect
Can you tell
to the innovation?
me about any preparation or plans
you have been making for the use
of the innovation?
Can you summarize for me where you
see yourself right now in relation
to the use of the innovation?
(Optional Question)

(Loucks, Newlove, Hall ,1975)

APPENDIX E-4

SIMS CONFIGURATION PATTERN CHECKLIST
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COMPONENT
Role

DEMONSTRATES USE ACCORDING TO DEFINITION
Separate topics
than classroom
ones
,

Amount of
Curriculum

Supplementary
topics to
classroom

DFMONSTPATfs NON-HSF

Assianment only/
workbook

ones,

50%

Whenever
needed

Optional or
never

8 hours/

Whenever
necessary

Ontional or
never

Student
T ime

week

i

1

Evaluation

Part of student
record

Content

Theory

Not part of student
record

Practical
Ski

1

1

1

•

Assianment only/
Workbook only

,

Compl eted

During

Freetime
1

Place of
Completion

Resource Center/
Library
i

Sel f-Di rected

Self-Directed
i

Classtime

Optional or
never

1

Department Office/
Classroom

None

1

i

Optional Access
to Lecturer
i

Instructional/
Teacher Directed
•

APPENDIX E-5

SOCIAL SYSTEM SUPPORT CHECKLIST

APPENDIX E-6

THRID-YEAR STUDENT QUESTIONNAIRE

237

238

Financial Support
National Government Contribution
1. Material

1.

A.

Training
Monetary Reward for Personnel Usina SIMs
B. Dnor Ahency Contribution
1. Material
2. Training
3. Personnel
C. Other
2. Personnel Support
A. Number and Time Commitment of Individuals Relegated to SIMs
1. Training
2. Development
3. Evaluation/Editing
Administration
B. Number and Time Commitment Relegated to
and Planning of SIMs
3. Material Support
A. Supplies for SIMs Publication
B. Access to Printing Equipment
on SIMs in Libraries,
C. Availability of Resources/References
Departments, Etc.
4. Trainina Support
Workshops
A. Number and Lenath of Training
Tours
Study
of
Length
and
B. Number
Per Semester for Development
C. Number and Length of Sessions
2.

3.

5.

and Evaluation of SIMs
Personal Support- Stages of Concern Questionnaire

1

.

Do you know what SIMs are?

2

.

3.

them?
describe
_
If
* so, please
r
or
part
as
SIMs
a
complete
ever
you
did
NTTC
at
student
As a
in your first or third y
your course work assigned by a tutor
If yes, in what subjects?
Both
3rd
1st
which years?
If ves
your
teach
to
SIM
a
use
ever
As an intern at NTTC, did you

4

MMMinterM

,

C

6

'

a

S

did you ever"complete

SIMs as an assignment?

a

Sins
NTTC^do yoTThTnk you win use
.

your teachinq classroom?
APTC
Are you PTC
in

7.

»

,

STC

•

APPENDIX E-7
FACTORS INTERVIEW

APPENDIX E-8

HISTORICAL INTERVIEW AND QUESTIONNAIRE

239

When and how did you become a teacher at NTTC?
What have been your experiences with SIMs here at NTTC?
3. What meaning do SIMs have for you?
4. What factors do you feel influence whether or not you use
SIMs now?
5. Does anything from your teacher training program in the past
If so, what?
influence your use of SIMs now?
of education influence
philosophy
6. Does anything about your
what?
If
so,
now?
your use of SIMs
7. Does anything about your own experience in Primary or
Secondary school influence your use of SIMs now? If so, what?
8. Is there anything in your views of how students learn best
If so, what?
which influences your use?
to
9. Is there anything about your own ability to teach through or
write SIMs that influences your use? If so, what?
10. Is there anything about the way SIMs were first introduced
If so, what?
to you at NTTC that influences your use?
If so, what?
NTTC?
at
work
11. Is there anything about your
about what
say
to
want
might
12. Is there anything else you
what?
so,
If
SIMs?
use
you
influences whether or not

1.

2.

1

.

2

.

3

.

How did the decision to use SIMs occur?
decision?
A. What reaction did you have to that
decision?
that
in
role
your
B. What was
How was the decision made as to who would write SIMs?
role?
A. When did you find out about your.
your role?
deciding
in
have
you
did
say
much
How
B.
both
Were there any plans for training either or
whom and how.
by
whom,
If so, for
Basotho or expatriates?

APPENDIX E-9
SOC QUICK SCORING.
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lA

Margin for Scoring Page

2

STACCS

)

2
_

1

0

L—

0
Austin

Project

st

CMN

Tew

of

Innovations,

diversify

IJ7|

The

Cducetlnnel

Copyright

education.

Inf.

Adept
Tr<cl»er

for

for

Procedures

Center

AID
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LOU RATING
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(Permission granted for publication)
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LEVELS OF USE

SCALE POINT
DEFINITIONS OF THE
LEVELS OF USE
OF THE INNOVATION

CATEGORIES

Un

sre dlailncl Metes that
Levblt of
rapraaant obeenrably different types of
behavior and pattarna of Innovation
use aa aahlbltad by individuals and
Thaao lavala charactartto a
groups.
uaar'a davalopmant In acquiring noar
•kill* and varying uao of tho InnovaEach (aval encompasses a ranga
tion.
of bahaviors, but la llmltad by a
Oaclalon Polnta.
Identifiable
For
of
daacrlptlva purpoaaa, aach laval la da-

KNOWLEDGE
know* about Cherscterlstlcs of the Innovation, how to
uae It. and conaequencea of Its uae.
Thle la cognitive knowledge related to
Thel which the user

m

LEVEL

the
altitudes.

Stata in which tha usar has
no knowledge ol the innovation
no involvement with tha innovation and
nothing toward becoming inis doing

or

Otacuaaea the innovation with others,
tharea plena, ideaa, rsaourcee. outcornea, and problems rotated to uae of

Knows nothing about

this

erai

knowledge

novations

m

efioris

of

to

develop m-

the area

tions

whan

heopena

it

to

coma

to

per-

sonal attantlon

OECISION POINT A

LEVEL

la not communicating with othar* about
the innovation beyond possibly acknowladgmg that tha Innovation exists

Takes little or no action to solicit information beyond reviewing descriptive information about thla or similar innova-

simitar in-

or

novations or has only very limned gen-

or

Innovation,

the

visit*.

volved

more detailed information about

to laarn

Takes action

tha innovation.

1

ORIENTATION

State in which the user
has acquired or is acquiring information
about the innovation and/or has ex-

plored or

exploring

is

and

tion

SHARING

about tho Innovea variety of ways. Including
queatlonlng reaource porsons, correoponding with reaource agencies, reviewing printed materials, end making
Intormetlon

0

NON-USE
little

footings

not

Innovation,

uatng

ACQUIRING INFORMATION
Sotlcita
lion in

general information about the
innovation suen as ong.n, characters-

Knows
ties,

implementation

and

value orienta-

its

Seeks descnotive material about the innovation
Seeks opinions and knowothers

o<

visits

tr

T!!?'™
!L
potsibi#

t22iA*SS!.
implications

innovation and
its usa.

demands upon user and

its

Olscuaaas the innovation In Q*n#ral
terms and/or exchanges descriptive in-

dtscusiions.

through
or workshoo*.

i*dg e

requ.ramants

2
ot

user system.

OECISION POINT 0

LEVEL

Maxes

PREPARATION

State

m

prenarmg

first

use

is

me

decision to usa

a

innovation Oy establishing a lime to begin.

II

lor

which the user
the innova-

of

tion

Knows

esoeriences

OECISION POINT C

LEVEL

Begins

first

for

use

mated

cilically
o.

tha

raaourcaa soaoraoaratlon lor uaa

and

information

Saaks

to

innovation

,0

own

lo^.c*

ctiams

ol

me

MECHANICAL USE

State

m

which the

»

OECISION POINT
IV

Knows on

bans

tha

re-

ou.rements lor using the innovation. Is
more knowledgeable on short-term acIiyil.es and enacts tnsn long-range acttvfl.es and enacts ot use ot tha mno-

Use of the innovation >s
Pew .( any changes are bestabilised
Little prepaing made
ongoing use
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SOURCE

LEVELS OF USE

STAGES OF CONCERN

1

0

1

2

0

0

3

0

1

4

0

1

5

0

1

6

1

5

7

4B

6

8

6

6

9

6

6

10

4A

1

11

4A

0

12

6

1

13

0

0

14

4A

2

4A

0

15

0

0

16
17

0

18

0

6

1

4A

3

19

4A

5

20
21

22
23

6

4A
0

5

1

4
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SOURCES

LEVELS OF USE

STAGES OF CONCERN

24

1

0

25

0

1

26

1

1

27

0

1

28

0

1

29

0

1

30

4A

6

31

4A

5

32

4A

0

33

0

2

34

0

0

35

2

1

36

4A

4

1

37

1

38

0
0

1

39

4B

6

40
41

0

42

1

43

2

44

0

4A

45

0

46

"
47

0

0

0

6

1

0

0

1

2

I
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SCORES

LEVELS OF USE

STAGES OF CONCERN

48

0

1

49

4A

1

50

0

1

51

0

1

52

0

0

53

0

0

54

1

0

55

0

1

56

0

1

57

4A

6

******* ****** *********** ********************************************
5

A

5

B

5

C
5

D
6
E
1

F

NA
G
4
H
0
I

NA
J
0

K
5

L

NA
M
1

N

APPENDIX G

252

_r-

THE UNIVERSITY OF TEXAS AT AUSTIN
COLLEGE OF EDUCATION

June 17, 1983

Margaret Maxwel
Center for International Education
Hills House South
University of Massachusetts
Amherst, Mass. 010C3
Oear Ms

.

Maxwell

was pleased to hear that you have completed your ooctoral study and that you
I
hope that you are
I
are now in the final stages of writing your dissertation.
near
able to successfully complete this task and iis defense in the very
future

following pages.
You have our permission to include in your dissertation the
Page 48 in Measuring Levels of Use of the Innovation: A Manual
for Trainers, Interviewers and P.ather ( 1975).
of
Pages 63-64 (un-numbered) in Appendix A of Measuring Stages
Questionnaire
Concern About The Innovation: A Manual for Use of The SoC
(1979).

Page 133 (un-numbered) in Appendix
SoC Quick Scoring Oevice.

E

of -2 above which includes the

an abstract of your dissertation
Ue would be interested in receiving at least
to keep track with what others
able
be
will
we
way
this
In
for our records.
link
people who may have common
to
well
as
as
studies,
have done and them
interests

Best of luck in the
successful career.

defense

of

your

dissertation

and

continuing

Sincerely yours,

Gene E. Hall
Program Oi rector
Research on the Improvement
Process

/jm
FOR TEACHER EDUCATION
RESEARCH AND DEVELOPMENT CENTER
-3712-1288
EDUCATION ANNEX AUSTIN. TEXAS
•

your

